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Abstract
The purpose of this study was to examine how religiously affiliated institutions of higher
learning sponsored by congregations of Catholic women religious in the United States maintain
their unique mission/identity at the same time as they transition to a largely part-time faculty.
The study included 100 small colleges and universities. Data on mission integration initiatives
was collected through document analysis and a survey of mission officers. Moreover, a survey
of part-time faculty was undertaken to determine their knowledge about, modes of acquisition,
and attitudes toward institutional identity.
The theoretical framework for this study is derived from marketing theories. To date,
researchers employed the consumer-based brand equity model to study higher education,
recognizing the students as customers. This study is one of the first that advances the employeebased brand-equity model (EBBE) in a field of higher education. According to the EBBE model,
the employee factor has a sizeable potential of increasing the value of the brand. Traditionally,
only implementing institutional values into taught courses has been examined in the field of
education as a tangible input in strengthening institutional identity by the faculty. Utilizing the
employee-based approach provides new aspects to the process of strengthening brand equity and
offers new dimensions of brand endorsement and brand loyalty to be implemented by the
personnel involved in supporting institutional mission/identity. In addition, relatively few
studies have explicitly targeted part-time faculty members. This work aims to lessen that gap by
distributing the survey to the part-time employees. Besides the mission/identity questionnaire,
the survey reveals the demographics of part-time faculty delivering instruction at focal colleges
and universities.
iii

The analyses show the resulting disconnect between the observed shift to contingent
staffing and the lack of adjustment of existing efforts to maintain institutional identity. The
existing mission integration programs are based on an assumption of absorbing, interiorizing,
and embodying intuitional values and traditions by full-time employees. The part-time faculty
are not adequately served by the mission integration programs. At the same time, findings show
that the part-time faculty score high in the brand endorsement category and implement
institutional values in the courses they teach.
Based on statistical evidence, recommendations are offered to recognize the part-time
faculty as potential agents of institutional mission/identity. The recommendations include
adjusting existing mission integration practices, undertaking efforts to invite both full- and parttime faculty to share the ownership of institutional mission/identity, and creating a practical
guide showing how to implement institutional values in all courses. Attempts to create such a
guide imply modifications of the mission integration model, from the model based on
interiorization, which has been developed for the full-time employees, to the operational model
that can be efficiently applied in the age of part-time faculty.

Keywords
higher education, colleges and universities, institutional identity, part-time faculty, survey, brand
equity, employee-based brand-equity model, mission integration
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Chapter 1
Introduction
The robust diversity of higher education institutions in the United States, encouraged
through the lack of a centralized government body in charge of higher education and an
extensive private sector (Johnstone, 2003), continues to be unparalleled on the global scene and
adds to the value of the entire system. The core aspect that differentiates colleges and
universities from each other is an institution’s unique identity, which comprises its institutional
mission, vision, values, and institutional saga rooted in the founding history (Clark, 1987; Scott,
1987; Fearon, 1999; Garret, 2013). A clear institutional identity contributes to the success of
both the individual institution and the entire system of higher learning (Toma, Dubrow, &
Hartley, 2005; Olin, 2005; Kalsbeek & Zucker, 2013; Duesterhaus & Duesterhaus, 2014;
Hengemuhle, 2015).
American higher education’s internal diversity, however, has been challenged by external
pressures leading to uniformity (Deephouse, 1999). Among the most demanding of such
pressures are economic ones (Zemsky, Wenger, & Massy, 2005; Rivard, 2013).
Interinstitutional competition for students, coupled with the national and now international
college ranking system, has led administrators to target limited resources to those areas most
likely to increase their school’s position in the rankings, including entering students’ academic
profiles and student services expenditures (Zemsky, Shaman, & Shapiro, 2001; Brewer, Gates, &
Goldman, 2002; Thelin, 2013). Such strategic re-direction of institutional resources causes a
scaling back of instructional costs (Kissel, 2011). Since salaries are a significant part of the
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budget, faculty member compensation is the most promising place to save.1 In a tenure system
without mandatory retirement (H.R. 4154), meanwhile, institutions have to be very careful about
hiring full-time tenure-track faculty (Ashenfelter & Card, 2002; Hoffer, Sederstrom, & Harper,
2010; Larson & Gomez Diaz, 2012).2 In this situation, part-time academic appointments seem to
be a desirable solution.
For these reasons, in recent years, the number of part-time appointments at colleges and
universities has increased dramatically. According to the National Center for Education
Statistics (NCES), the percentage of part-time faculty has been continuously increasing, over the
past several decades, from less than 25% in 1970 to more than 50% in 2016 (IPEDS, n.d.). As a
consequence, part-time faculty members constitute the new majority in the academic workforce
(Leslie, 1997; Kezar & Sam, 2010; Kezar, 2013; Eagan Jr., Jaeger, & Grantham, 2015;
Finkelstein, Conley, & Schuster, 2016). Part-time contracts, with no obligation of further
employment, allow administrators to adjust easily to changing economic demands by either
adding or shelving particular courses. Further, adjunct teachers are paid much less than full-time
professors (DePillis, 2015; Zhang, Ehrenberg, & Liu, 2015). According to A Portrait of PartTime Faculty Members, the difference in median earnings between part- and full-time faculty

1

Instruction – Salaries and wages are 22.3% of the total expenses reported by the research site institutions (see
Appendix B, Table B2, p. 219)
2
The H.R. 4154, Age Discrimination in Employment Amendments of 1986, removed mandatory retirement.
However, it permitted obligatory retirements of tenured faculty at the age of 70 until January 1, 1994. During the
delay period, the Equal Employment Opportunity Commission was to study how waving mandatory retirement
would affect colleges and universities. That temporary situation was resolved by a complementary bill H.R. 6,
Higher Education Amendments of 1998, which permitted offering retirement incentives for tenured faculty members
to encourage retirement decisions.
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members with similar credentials can reach up to 310% (Coalition on the Academic Workforce
[CAW], 2012, p.31)3.
Research suggests that there are various effects from relying on contingent, part-time
faculty. To date, a robust literature on the effects on student learning outcomes has been
published (Green, 2007; DeFilippis, 2007; L’Argent, 2014, Deutsch, 2015). In this study, an
effect of shifting to the part-time faculty model was examined from the perspective of preserving
and promoting institutional mission/identity, which is represented by and embodied in its faculty.
While part-time faculty appointments are central to a community colleges’ mission (Levin,
2007), in particular, relying on contingent faculty is more problematic for institutions that are
vitally interested in preserving their distinct identities, such as those that are religiously affiliated
(Burns, Smith, & Starcher, 2015). The quest to preserve the tradition of tenure has particular
significance at Catholic colleges and universities sponsored by various religious orders (Hilton,
1998; Oates, 2002; Wittberg, 2003; Hutchison, 2006; Herrick, 2011; Pressimone, 2013; BrunoJofré, 2013; D’Cunha, 2014).
Based on their self-identifications as reported to IPEDS and ACCU, 265 Catholic
colleges and Universities were identified in the United States (see p. 55). Almost 90% of
institutions participating in the Association of Catholic Colleges and Universities (N = 223) were
founded by religious communities ("ACCU, Charisms of Catholic Higher Ed," 2016), and over
one hundred institutions were founded/sponsored by communities of women religious

3

The part‐time faculty members holding a doctorate degree were payed $22,000 for teaching eight courses in fall
2010 (median pay, annualized), while their full-time counterparts were payed $91,900 (median annual earnings) for
the same workload. The differences in median pay for those who hold master’s and baccalaureate degrees are
relatively smaller, but still significant – 251% and 209%, respectively (CAW, 2012, Table 20). In addition, only
3.7% part-time faculty members reported having access to health benefits paid by the academic employer and 12.5%
reported a shared payment (CAW, 2012, Table 34).
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(Appendix A, p. 198). Of these, Benedictine, Dominican, or Franciscan communities maintain
their Catholicism in unique ways, called charisms. For many years, members of the religious
orders, who naturally carried the charisms of their congregations, ran the founded institutions by
infusing their distinct charisms into their respective sponsored institutions (Hellwig, 2002). The
transmission of charism occurred naturally when the members of the sponsoring religious order
led the institution (Hilton, 1998; Lydon, 2009; Sanders, 2010): The mission and vision, values,
decisions, even the atmosphere on campus were all influenced by the particular charism of the
sponsoring congregation. That situation, however, has changed over the past few decades.
Religious orders, experiencing a fast decline in their memberships, can no longer easily
supervise their institutions. According to the Center for Applied Research in the Apostolate
(CARA) Special Report, the number of women religious has declined more than 70% during the
last fifty years (Berrelleza, Gautier, & Gray, 2014). With the intention of preserving their
charisms in the context of an increasingly large number of lay faculty members, institutions have
established mission officer administrative positions (D’Cunha, 2014, Lehman, 2014) and run
mission integration programs specifically designed to strengthen institutional identity (Herrick,
2011; Pressimone, 2013).
Beyond the laicization of the full-time faculty, which began in the 1970s and 1980s, the
new problem of the casualization of the lay faculty emerged with the proportionate increase of
part-time faculty. That increase has been greater at smaller four-year institutions than at
institutions in the four-year sector. As found in a preliminary study, institutions sponsored by
congregations of Catholic women rely on part-time faculty to a remarkable extent (Figure 1).

4

Catholic,
sponsored by
women religious

Percent of Part-time Faculty

60%

Catholic
50%
Religiously
affiliated
40%
Private nonprofit

30%

Figure 1. Percent of part-time faculty at private nonprofit colleges and universities in the United
States (“Part-time” and “Full-time Instructional, research and public service” variable; IPEDS,
2018)

As shown in Figure 1, the percentage of part-time appointments at religiously affiliated
institutions of higher learning roughly reflects the part-time appointment trends in the private
nonprofit sector. Compared with both four-year private nonprofit institutions and those with
other religious affiliations, Catholic institutions of higher education offer, on average, 5% more
part-time contracts. Within that group, institutions sponsored by Catholic congregations of
women religious hire, on average, 15% more part-time faculty than does the entire private
nonprofit sector. In the light of these statistics, and considering that part-time faculty members
are among those responsible for carrying out institutional mission/identity, understanding and
addressing this change appears both urgent and challenging.
Researchers agree that the baseline of a university’s mission is a clear and widely shared
mission statement (Velcoff & Ferrari, 2006; Bisset, 2014). However, as Kezar noted, “simply
5

having a mission statement does not ensure that it is lived” (2005, p. 53). In order to bring real
benefits to the academic community, institutional identity has to be understood, accepted, and
implemented in administrative, faculty, and staff practices. To achieve that, one has to assure
that employees attend meetings offered as a part of the mission integration program, participate
in the academic and social exchanges in their schools or departments, or, at least, have access to
the materials distributed by the mission officer (Pelito Magnaye, 2007; Ferrari & Janulis, 2009;
Lawrence, Ott, & Bell, 2012). Such integration is not emphasized for part-time faculty due to
the nature of their temporary contracts. Frequently working at various institutions, joining
neither formal nor informal faculty meetings, and excluded from decision-making procedures,
part-time faculty members are commonly disengaged from their institutions (Schuster &
Finkelstein, 2006; Barron-Nixon, 2007; Kezar & Sam, 2010). Not participating in the college’s
institutional life, part-time faculty may not even know its institutional values, much less be
capable of becoming agents of its institutional identity.
Such concerns about part-time faculty’s awareness of institutional identity are not a new.
In a survey conducted at a Catholic, Franciscan university, Jonas and Weimer (1997) found that
80% of full-time faculty reported incorporating the institutional values into their work, compared
with only 50% of part-time faculty. Those findings are not surprising because part-time faculty
exposure to the institutional identity media is limited due to their job conditions, minimal time
spent on campus, and diverse work environments (Schuster & Finkelstein, 2006; Kezar, 2013;
Finkelstein et al., 2016). Despite the highest percentage of adjunct faculty being those hired at
Catholic institutions sponsored by women religious congregations, however, very little research
on mission integration that includes the new part-time faculty majority has been completed since
Jonas and Weimer’s study (1997).
6

Problem statement
Resorting to part-time or other contingent appointments, even if immediately profitable,
potentially entails long-term consequences for institutions of higher learning, especially the
weakening the institution’s unique identity (Toma et al., 2005). Decreasing this distinctiveness,
in turn and paradoxically, weakens the position of an institution in the highly competitive
educational market (Olin, 2005; Paul, 2005; Lytle, 2013). From a long-term perspective, for the
tuition-driven institutions, this means even fewer revenue sources and waning budgets, and the
institution risks becoming caught in a vicious circle of devaluation (Duesterhaus & Duesterhaus,
2014; Zhao, Fisher, Lounsbury, & Miller, 2016). Meanwhile, part-time faculty members, by the
very nature of their temporary employment, are not “anchored in their institutions” (Finkelstein,
2012, p. 67) and, hence, do not have a vested interested in maintaining its institutional identity.
In exchange for the convenience of offering a flexible number of courses and saving money
(Zhang, Ehrenberg, & Liu, 2015), institutions may be putting their unique identities––a highlyvalued marketing factor––at risk (Toma et al., 2005; Olin, 2005). Especially for institutions with
small endowments, upholding the asset of a clear identity is a matter of survival in a competitive
higher education market.
To date, researchers have documented a number of practices created to address the
professional and social integration of part-time faculty (Barron-Nixon, 2007; Green, 2007;
Schmakel, 2007; Roney & Ulerick, 2013; Ayers, 2014). However, the question is not only how
to integrate part-time faculty within the department or school: Given the fast-changing ratio of
part-time to full-time job appointments, part-time faculty are becoming a large group that
embodies institutional identity, introduces that identify to students, and represents the institution.
The salient problem now at hand is how to integrate part-time employees into the institution and
7

engage them to become active agents of institutional identity, a role that was traditionally
associated with full-time academic positions.
Purpose of the Study and Research Questions
The purpose of this study is to examine how religiously affiliated institutions of higher
learning sponsored by congregations of Catholic women religious in the United States maintain
their unique mission/identity as they transition to a largely part-time faculty. The inquiry
suggests the following research questions:
1. How do the small, religiously affiliated higher education institutions in the United States
seek to balance the imperative of maintaining the distinct mission/identity with the reality
of their transition to contingent staffing?
a. What policies and practices were developed to maintain institutional identity?
b. What policies and practices specifically address the part-time faculty awareness of
that distinctive mission/identity?
2. What are the part-time faculty perceptions of institutional identity at the small, religiously
affiliated colleges in the United States?
a. What do part-time faculty members know about the identity of their respective
institutions?
b. How do part-time faculty members learn about the identity of their respective
institutions?
c. What are part-time faculty members’ attitudes to the identity of their respective
institutions?
d. How, if at all, do the part-time faculty members implement institutional values?
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3. What factors are associated with how part-time faculty members perceive institutional
identity?
a. What factors are associated with part-time faculty knowledge about institutional
identity?
b. What factors are associated with part-time faculty attitudes towards institutional
identity?
c. What factors are associated with how the part-time faculty implement their
knowledge about institutional identity (in taught courses, brand endorsement, and
brand loyalty)?
Conceptual Framework
The presumption that a distinct institutional identity has the potential to be a highly
valuable marketing factor (Toma et al., 2005; Olin, 2005) entails turning to marketing theories to
address these questions. Brand equity theory (Aaker, 1991), built on institutional identity as
perceived by stakeholders, has been gaining increasing recognition in the field of higher
education (Toma et al., 2005; Anctil, 2008). Researchers have developed concurrent models of
brand equity within the theory: the customer-based (Keller, 1993), the identity based (Burmann,
Jost-Benz, & Riley, 2009), and the employee-based brand equity (King & Grace, 2009, 2010;
Tavassoli, Sorescu, & Chandy, 2014) models. Customer-based brand equity (CBBE) refers to a
product or service being value added by its customers based on their subjective perceptions of it.
From the CBBE perspective, brand equity is reflected in the price that the customers would be
willing to pay for the product or service based on their prior experience, brand knowledge, and
emotional factors associated with the product (Keller, 2013). The identity based brand-equity
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approach (IBBE), meanwhile, emphasizes the importance of internal perspectives on the brand’s
positioning (Burmann et al., 2009; Baumgartha & Schmidt, 2010).
The employee-based brand equity (EBBE) approach, meanwhile, specifically associates
the value of a product or service with the employees’ connection with the brand. In research
based on the EBBE model, brand value has been shown to increase when employees endorse the
brand, demonstrate brand-consistent behaviors, and approve the brand through their commitment
to it (King and Grace, 2009; Tavassoli et al., 2014; Morokane, Chiba, & Kleyn, 2016). The
indisputable popularity of the CBBE model in the marketing literature translates into the field of
higher education. To date, researchers have utilized the CBBE model in studies related to higher
education that refer to students as the brand’s customers (Soh Guek Tin Cobb, 2001; Kalsbeek &
Zucker, 2013; Jillapalli and Jillapalli, 2014). Pinar, Trapp, Girard, and Boyt, for example,
constructed a university brand measurement scale (2014) based on the CBBE model. The
employee-based brand equity approach has been much less prevalent in business studies (BergerRemy and Michel, 2015). Thus far, no study that utilizes the employee-based brand equity
(EBBE) model has been undertaken in the field of higher education.
Significance of the Study
This study has the potential to inform college and university policy and contribute to
practices that maintain institutional identity in times of the increasing deployment of part-time
faculty. A shift to the contingent faculty model is paralleled by a significant change in the
institutional landscape. According to Integrated Postsecondary Education Data System (IPEDS,
n.d.), 73% of American colleges and universities are sponsored by private entities. Recently, fast
growth in the private for-profit segment has drawn public attention. While the number of public
and private nonprofit institutions has increased 4% and 10%, respectively, over the last decade,
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the total number of for-profit institutions grew by 69% (IPEDS). The rapid growth of for-profits,
fueled by aggressive recruitment (James, 2012; Miller, 2014), has alarmed the highly
competitive higher education market. In order to protect their place among competitors,
nonprofit institutions must develop strategies that target the market and undertake discernable
action. One of the most promising possibilities for universities wishing to secure their positions
is for them to strengthen their identities (Paul, 2005; Zemsky, Wenger, & Massy, 2005), or, in
marketing language, to develop strong brand equity. This study proposes the implementation of
a comprehensive model of part-time faculty integration that offers that needed solution by
strengthening the brands of higher education institutions.
The theoretical utility of this study is that it advances brand equity theory in higher
education research. To date, researchers have employed the consumer-based brand equity model
to study higher education by elaborating on the concept of students as customers. Utilizing the
employee-based approach, as presented in this study, reveals new aspects of the process of
strengthening brand equity and offers new tools that can be implemented by personnel involved
in supporting institutional missions. In addition, relatively few studies have explicitly targeted
part-time faculty members for research on brand equity. This work fills that gap by distributing
a survey to part-time employees. Besides asking questions about mission/identity, the survey
gathered information about the demographics of part-time faculty delivering instruction at
private nonprofit colleges and universities sponsored by Catholic congregations of women
religious orders.
Plan of the Dissertation
In the section above, I briefly introduced the challenge of maintaining the distinct
mission/identity of small, tuition-driven colleges and universities; I formulated research
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questions and provided a brief overview of the conceptual model. A discussion of the
significance of the study, its limitations, and the plan for the dissertation now closes this first
chapter. In a separate section, I provide a definition of terms utilized in this paper. The second
chapter contains a literature review and an introduction to theories that support the conceptual
model. The third chapter provides an overview of methods the used to collect the data, which
included building an address bank, designing data collection instruments, and gathering data into
one database. This is followed by an introduction to the conceptual model, which is based on
regression analysis. The fourth chapter reports the findings in relation to the research questions.
Finally, Chapter 5 contains conclusions, indicates possible applications for policy and practice,
and, based on this study’s limitations, suggests directions for further research.
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Terms and Definitions
Part-time faculty: Those who are employed for instructional duties on a semester-to-semester or
course-by-course bases, “usually paid per credit hour of the course taught and is not responsible
for other duties traditionally associated with the professorial ranks such as participating in
faculty governance or service, conducting research, or advising students” ("Faculty
Appointments," 2008, p. 58). In this work, the terms “part-time faculty,” “part-time instructors,”
and “contingent faculty” are used interchangeably. It is worth underscoring that the
understanding of who is and is not part-time faculty varies across institutions (see discussion on
page 72).
Institutional Theory
Institutional Identity: Burrows (1998) defines a college's identity as “set of features that
internal groups such as administrators, staff, and faculty associate with a college and consider to
be the college's most important, distinctive, and enduring characteristics” (p. 27).
Institutional Mission vs. Institutional Identity: According to D’Cunha (2014), “Mission and
identity are linked but very distinct. The mission of an institution implies what it does and
identity relates to what it is” (p. 3). These terms are often used interchangeably because
institutional identity is usually articulated in a mission statement. In this paper, I use the term
“mission/identity” to highlight the mutual influences of institutional mission and institutional
identity, combining identity (“who we are”) and mission (“what we do”) into one construct.
Drawing from D’Cunha, I define mission/identity as referring to how we do what we do because
of who we are.
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Charism Transmission and Mission Integration
Religious Congregations: The Catholic Church recognizes “Religious Congregations of men
and women devoted to apostolic and missionary activity and to the many different works
inspired by Christian charity […] in accordance with a specific charism and in a stable form of
common life” (Pope John Paul II, 1996, para. 9)
Charisms: The Catechism of the Catholic Church explains that the Holy Spirit “works in many
ways to build up the whole Body in charity . . . by the many special graces (called “charisms”),
by which he makes the faithful “fit and ready to undertake various tasks and offices for the
renewal and building up of the Church” (Catholic Church, 1994, para. 798).
Sponsorship: Hanlon defines sponsorship as “the relationship between the religious
congregation and the institution in regard to support, influence, and controls” (Hanlon, 1997, p.
41). As Fox has highlighted (1974), sponsorship is different from ownership (p. 6). In this
work, a sponsoring relationship refers to deriving institutional identity from the charism of a
sponsoring congregation (Introcaso, 1996).
Catholic versus Founding Congregation Identity: Researchers agree that the Catholic identity
of an institution and the identity derived from its founding tradition is not always the same
(Shaw, 1991; Janosik, 1996). “Congregational and Catholic identity are … overlapping but not
co-terminus interpretations that contribute to a college's religious identity” (Burrows, 1998, p.
40). All of the target institutions for this study were Catholic but, in this dissertation, I focus on
identity related to the sponsoring congregation.
Mission Integration Program: Intentional activities centered on advancing administrators’,
faculty, and staff knowledge about, and positive attitudes toward, institutional identity and
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mission, the effect of which is that they implement institutional values, carry out the spirit of the
sponsoring congregation, and become active agents of institutional identity and mission. Such
programs include various tool and strategies that are proper for particular institution and
determined by the mission integration officer/committee.
Mission Office: “[A]n axis that radiates and penetrates both the curricular and extracurricular
activities of the institution” that constitutes “a hub where issues and concerns of identity and
mission are addressed. The central source and resource of well-protected and highly valued
religious tradition and culture (…), [which] must not be confused with the existing offices of
student affairs and campus ministries” (Magnaye, 2007, p. 8-10).
Brand Equity Theory
Brand: “A brand is a distinguishing name and/or symbol intended to identify the goods or
services […] and to differentiate those goods or services from those of competitors” (Aaker,
1991, p. 7).
Brand equity: “[A]ssets and liabilities linked to a brand, its name and symbol, that add to or
subtract from the value provided by a product or service to a firm and/or to that firm’s
customers” (1991, p. 15).
Employee-Based Brand Equity (EBBE): Concept of the employee-based brand equity stresses
the employees’ role in maintaining the brand’s perceived value. The EBBE model proposes that
employees can strengthen the brand through encating brand consistent behavior (King & Grace,
2009). Moreover, Berger-Remy and Michel argued that there is “added meaning the brand may
give employees over and above their job or profession and the firm’s corporate reputation,
causing positive or negative behavior towards the organization” (2015, p. 33).
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Chapter 2
Literature Review
The literature review is guided by the overarching question of how colleges and
universities can maintain their institutional identities in an age of part-time faculty. Following
the logic that a distinct identity distinguishes one institution from others, I place this inquiry into
institutional identity in the larger context of the diversity of the American higher education
system. I also discuss some advantages of and threats to institutional diversity. Among the
challenges examined, I include trends in the hiring of part-time faculty, which might endanger
unique institutional identity. Within the diverse system of higher education, I present a group of
higher education institutions that have a vested interest in maintaining their identity: namely,
religiously affiliated colleges and universities sponsored by Catholic women’s religious
congregations. In the final section of this chapter, I provide the theoretical framework of the
study, which draws on brand equity theory with an emphasis on the employee-based model.
This review of the literature also identifies elements of the conceptual model that will be
further corroborated in the third chapter. First, I list the main aspects of institutional identity.
Second, I review policies and practices––known as the mission integration programs––that have
been developed to maintain the identity of an institution sponsored by a congregation of Catholic
women’s religious congregations. Finally, I discuss the components of brand equity theory. The
summary contains an examination of the significance and limitations of using the employeebased brand equity model in the field of higher education, and a discussion of institutional
diversity provides a background that highlights the importance of the overall issue examined
here.
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Background: Institutional Diversity within American Higher Education
The American system of higher education has grown and diversified to a level
unparalleled in the world. In this study, the term diversity refers to between-institutions variation
rather than to student and faculty population diversity (Fairweather, 2000, p. 82). The Carnegie
Foundation has defined variables that can serve to classify colleges and universities, like its size
and settings, the highest degree being awarded by an institution, and programs offered, but such
attempts to classify the American higher education system show its complexity (Harris, 2013;
Carnegie Classification, 2016). For this dissertation, I will further elaborate on the factors of
institutional mission, control and affiliation, and selected student populations.
Research versus Teaching Mission
The growing number of higher education institutions has created significant competition
among them. A new factor influencing the perceived hierarchy of colleges and universities is
related to federal grants, which have established many of them as world-class research centers
(Harris, 2013). Emerging research universities, equipped with the excellent laboratories,
attracting the world’s academic elite with satisfactory salaries, and accepting only the bestperforming students, are often automatically elevated to the top of the hierarchy (Griffith &
Rask, 2007; Loss, 2012). That movement to the top of the institutional hierarchy, however,
comes with costs. Kerr, reflecting on the accomplishment of the University of California,
Berkeley, points out another side of a research institution’s success: Faculty, departing from
teaching, have become more isolated by their research obligations (Kerr, 2001). In order to
become prosperous research institutions, in other words, universities abandoned their
commitment to their students. As the historical mission of accompanying young people in their
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growth deteriorated, the university became another level in the “military-industrial complex” and
a research “machine” (Loss, 2012, p. 533).
At the same time, the teaching mission of higher education institutions has entered a new
phase. With the exponential growth of the system and its massification (Trow, 1974), colleges
and universities have intensified their efforts to address the needs of minority groups and firstgeneration, low-income students (Lucas, 2006), which has included the addition of remedial
programs developed to help all students obtain higher education. Some researchers refer to these
institutions as those of a second chance. The competing institutional missions of research and
teaching became fractured, creating a spectrum of various combinations between these two
extremes. Religiously affiliated colleges and universities, with their characteristic scholastic
teaching/learning traditions (Hutchison, 2006), as opposed to traditions of research, fall naturally
on the teaching side of that spectrum.
While acknowledging the equal importance of these research and teaching missions,
researchers have noted that the “big money” tends to follow the research. Research opens
commercial opportunities that are much more promising with respect to financial sustainability
through technology transfers and emerging start-up companies (Di Gregorio & Shane, 2003).
Accomplishments in the research arena also place institutions higher in national and international
rankings, which, in turn, attract high-ability students to them (Griffith & Rask, 2007; De Veyga,
2016). In this context, teaching-oriented institutions, small enough to focus attention on
students’ success and to offer them personally tailored help when needed, must try to win
students, along with their tuition money (Thelin, 2013). Consequently, students, like customers,
became a dominant focus of the educational market (Stabile, 2007). That situation, and
variations in university rankings (Bougnol & Dulá, 2015; De Veyga, 2016), led to probably the
18

most important and most controversial differentiation between higher education institutions from
the market perspective. Colleges and universities have a stake in maintaining their positions in
the rankings in order to attract high-achieving and affluent students (Griffith & Rask, 2007).
Attracting students, in turn, entails allocating funds to those areas that can raise the institution’s
prestige (Brewer et al., 2002; Duesterhaus & Duesterhaus, 2014).
Private Sector of the American Higher Education
Due to its lack of a national ministry (Johnstone, 2003), the American higher education
system provides an environment that is friendly to the development of countless sorts of
institutions, which encourages various private entities to open institutions of higher learning.
Historically, the oldest private sector institution of higher education to become officially
separated from the influence of the state was Dartmouth College, in 1819 (Lucas, 2006). Today,
almost 70% of colleges and universities report private control (both for- and nonprofit), while the
private sector employs 35% of faculty nationwide and accepts 30% of the student population
(Figure 2).

Figure 2. Percent distribution of (1) colleges and universities, (2) faculty, and (3) students,
respectively, by control of institution (IPEDS, 2018)
The variations among private institutions add to the unique diversity of the American
higher education system and strengthen its vitality. The Carnegie Foundation has proposed
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numerous ascertainable qualaties with which to classify institutions of higher learning, such as
Sector, Level, Control, Size and Setting, Degree of Urbanization, Institutional Category,
Instructional Program, Degree-Granting Status, Highest Degree, and Highest Level of Offering,
and Enrollment Profile (IPEDS, n.d.; Fairweather, 2000). All of those factors, complemented by
institutional saga (Clark, 1987), the culture and climate of an institution (Kuh & Whitt, 1988),
and the values rooted in the origins of an institution (Scott, 1987), form the distinguishing
characteristics of an institution, or its identity ("Identity," n.d.), with the result that the
“enormously varied (…) private sphere has something for everyone” (Clark, 1987, p. 13-14).
Conversely, the history of higher education shows that opening college doors for everyone did
not always occur.
Women in Higher Education
Opened initially only for White males, at the end of the eighteenth century, colleges
diversified according to the groups of students they served. The Civil War raised the need for
labor, especially for women in the medical care field. The Reconstruction period, characterized
by the end of slavery, a new wave of immigration, and expansion to the West also opened new
employment opportunities for women, especially in the field of education (Barnes, 2014). In
order to receive proper preparation for these jobs, women attended colleges and normal schools.
The increasing number of girls who finished high school reached more than 50% of graduates in
1890 (Solomon, 1985, p. 46), which created the potential demand for college education for
women.
Colleges and normal schools did not automatically open their doors to women seeking
educational opportunities, however. The idea of education for women met formal opposition in
the academic world (Harwarth, Maline, & DeBra, 1997). Moreover, American society needed
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some time for a cultural change to take place (Barnes, 2014). Lucas (2006) noted that some
female students had difficulty convincing their families to allow them to attend college.
Assuming that college prepares professionals for work, these upper-class parents did not send
their daughters. These considerations created a niche for opening colleges founded and led by
Catholic congregations of women religious (Mahoney 2002).
Catholic women’s college.
Wittberg asserted that the “religious congregations in the United States did not originally
intend to establish colleges” (2003, p. 264). Indeed, most of the colleges sponsored or founded
by Catholic congregations of women religious began as internal schools for the members or
aspirants of respective congregations. However, increasing demand for the education of women
led congregational leaders to admit young women seeking higher education (Solomon, 1985;
Harwarth et al., 1997). This decision was supported by the history of Catholic women’s
religious congregations. Since the Medieval Period, convents, which developed a profound
tradition of scholarly work, “have become centers for women’s intellectual life” (Mahoney,
2002, p. 31).
The first Catholic college for women was opened by the School Sisters of Notre Dame in
Baltimore, MD, in 1895 ("History of Notre Dame of Maryland University," n.d.). Since then, the
number of the Catholic women’s colleges began growing exponentially, especially throughout
the 1960s, roughly following three waves of immigration from Europe (Landy, 2002, Figure
4.1). At their peak in the late 1960s, there were about 130 four-year and forty two-year Catholic
women’s institutions of higher learning, in addition to about seventy colleges only for the sisters’
education (Landy, 2002, p. 63; Mahoney, 2002, p. 26). After the Education Amendments of
1972 were enacted (H.R. 92-318), the number of colleges for women declined. Title IX of the
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Amendments, which prohibited sex discrimination by recipients of federal financial assistance,
opened the majority of educational institutions to women. According to Harwarth et al. (1997, p.
106), there were seventy-six women’s colleges in 1993; among them, twenty-five were affiliated
with the Catholic Church. The Women’s College Coalition lists thirty-nine colleges and
universities for women existing in 2017. Ten of these institutions were founded by
congregations of Catholic women religious (Women’s College Coalition, n.d.).
Small, private women’s colleges emerged for a few decades, and then they slowly
disappeared, successively being closed or replaced by coeducational schools. Eventually, the
coeducation model prevailed; however, women’s colleges have been permanently etched into the
landscape of higher education institutions. As Landy noted (2002), the majority of women’s
colleges were affiliated with the Catholic Church. These schools provided educational
opportunities to and opened new carrier opportunities for women in academe. Naturally, in their
beginnings, these colleges were staffed by the members of a founding congregation and were
frequently directed by the convent’s leadership (Kennelly, 2002; Oates, 2002). As a resultn “for
a few decades, Catholic Sisters comprised the vast majority of the women presidents of all U.S.
colleges” (Wittberg, 2003, p. 276). That input of congregations of Catholic women religious to
the system of higher education in the United States is underrepresented in the scholarly literature
(Oates, 2002).
Benefits of and Threats to Institutional Diversity
Variations of the research and teaching components of institutional missions,
relationships with public or private sponsors, and openness to diverse student populations were
just a few of the factors that created an enormous range of higher education institutions.
Researchers list numerous benefits of institutional diversity within the American system of
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higher education. The capability to provide lavish choices and to meet the needs of a diverse
student body appear to be the first and natural advantages of the coexistence of such an
extraordinary range of institutions. Harris (2013) pointed out numerous further benefits brought
about by institutional diversity: increased effectiveness, greater competition, sufficient support
for both elite and mass education, a friendly environment for creating boundless programs and
administrative structures, and better social mobility. In addition, diversity secures the stability of
the entire system against external forces. Most importantly for this review, institutional diversity
assures that services are tailored to the needs of diverse social and ethnic populations, including
religious groups (Harris, 2013).
The system of American higher education in general, in fact, was been formed through
constant diversification and differentiation. The institutional diversity of the system reached its
peak in the second half of the twentieth century; later on, although the system expanded in size,
the number of possible institutional variants and offered programs decreased. Institutions and
programs have been trailing in their distinctiveness in the process of adjustment and
classification (Morphew, 2009; Brint, Proctor, Mulligan, Rotondi, & Hanneman, 2012). More
than a few external forces challenge institutional diversity.
First, large research universities and private colleges with big endowments and small,
tuition-driven colleges, in which even slight changes in enrolment can strongly affect the
financial situation of an institution, are subject to the same funding policies and regulations
(Bennett & Sumler, 1993). Second, accreditation agencies impose the same standards on
institutions that offer similar programs. Among the unifying pressures, scholars highlight the
challenge of rankings-oriented competition. Colleges and universities that meet the same
standards become less distinct from other institutions (Gnolek, Falciano, & Kuncl, 2014). Third,
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Morphew (2009) suggested that academic drift, understood as a trend to imitate successful
institutions or to follow the path toward a higher rank in the institutional hierarchy, also threatens
institutional identity. That trend pushes institutions that offer undergraduate programs to
develop graduate ones, colleges to become universities, universities to become research centers,
and local institutions to become global ones. Following other models, to some extent, can
explain institutional isomorphism.
Faculty and institutional identity.
Another perspective on institutional identity derives from an understanding of the role of
faculty at an academic institution. Students perceive their college or university through the
faculty delivering an instruction. From that perspective, faculty members become an
embodiment of the institution’s mission and the values rooted in its tradition. Through research
projects, publications, and academic entrepreneurship, faculty uphold the prestige of an
institution and even raise its perceived reputation (Burmann et al., 2009; Duesterhaus &
Duesterhaus, 2014). Traditionally, colleges and universities have been represented by the faculty
who are anchored in their institutions through the tenure system (Finkelstein, 2012).
The literature presents at least two viewpoints on faculty in relation to institutional
mission. Kezar and Sam (2010) reasoned that tenure means professional standards and
accountabilities as well as ties with the employing institution; hence, it is fundamentally related
to the institutional mission. On the other hand, Leisyte and Dee (2012) argued that, especially at
large research universities, the faculty might identify themselves more with their discipline than
the employing institution. Tierney and Rhoads (1993) defined faculty commitment to the
employing institution as local and faculty commitment to their respective fields of expertise as
cosmopolitan. In this study, focused on small, liberal art institutions, tenure is understood as
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closer to the logic of a commitment to institutional mission/identity. From that perspective, the
faculty members are the heart of an institution of higher learning, the key factor of its strength,
and irreplaceable agents of its identity; therefore, relying on contingent faculty can constitute a
potential threat to institutional identity.
Part-time appointments as a potential threat to institutional identity.
The evident disadvantage of hiring part-time faculty is that they neither know their
institutions nor are committed to their institutional mission. By the very nature of their contracts,
part-time faculty do not have a stake in maintaining their unique institutional missions, and they
might even not know its values. Not “anchored” in their institutions, working for corporations
with various missions, rarely present at additional gatherings offered on campus, underpaid and
underemployed, the part-time faculty often do not identify with the institutions at which they
work (American Federation of Teachers. Higher Education, 2010; CAW, 2012). Hence, they
might not be committed to carrying out the institutional mission.
Part-time faculty might not even be familiar with their institution’s mission/identity.
Since part-timers are hired on semester-to-semester basis, the hiring process is frequently limited
to a last-minute phone call with a job offer (Schuster & Finkelstein, 2006; Blanton, 2014). The
described hiring process is not mission-centered; moreover, it might not convey information
about institutional mission/identity (Burns et al., 2015). On the other hand, it is in the best
interest of the institution and its employees (including its part-time appointments) to maintain a
clear identity and preserve the institutional mission. The challenge that has emerged is how to
involve part-time faculty so that they can become active agents of institutional identity.
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A New Paradigm of Part-time Academic Appointments
Maxey and Kezar (2016) observed that, despite the enormous diversity of the American
system of higher education, “the faculty role has historically been defined largely by a single
model: tenured, research-oriented, […] but simultaneously involved in teaching, research, and
service” (p. 49). That traditional tenure model, prevalent in the twentieth century, has been
changing in recent years. Part-time and non-tenure-track appointments form a “new majority” in
academe (Kezar & Sam, 2010). According to the National Center for Education Statistics
(NCES), the percentage of part-time faculty has increased over the past few decades from less
than 25% in 1970 to about 50% in 2011 (Figure 3). Although the NCES report shows that the
percentage of part-time appointments decreased before 2005 (about 48% of faculty were part
time), the peak in 2011 stimulated discussion about the emerging pattern of diversification of
faculty roles and contracts.
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Figure 3. Postsecondary faculty in the United States by employment status, selected years of
1970 – 2016 ("Digest of Education Statistics: 2016", table 315.10).
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Why the part-time model?
Researchers agree that this remarkable shift from full-time to part-time faculty
appointments imply significant changes in the academic profession and institutional culture
(Finkelstein, 2003; Finkelstein et al., 2016; Maxey & Kezar, 2016). There are numerous
advantages of hiring part-time faculty, depending on the department. Vocational programs or
those requiring high professional skills, like nursing, business, or IT, use adjunct instructors’
specialized skills, experience, and professional connections. Part-time contracts, with no
commitment to further employment, allow administrators to adjust to changing demands by
either adding or shelving particular courses easily. Increasing demand for the remediation and
basic academic skills courses can be satisfied with the use of part-time staff. That flexibility
helps administrators to respond to the demands of increasing population of non-traditional,
working students who prefer evening classes (Maxey & Kezar, 2016). These temporary
contracts allow deans and department heads to easily select and fire part-time employees
(DeFilippis, 2007; Barron-Nixon, 2007; Kezar & Sam, 2010). All of these factors rationalize the
increasing number of part-time appointments in academe. In addition, part-time faculty
members are paid much less than their full-time colleagues (Hoyt et al., 2008; DePillis, 2015;
Zhang et al., 2015).
The role of the economy as a factor in hiring policies is also well known in the world of
higher education management. The history of the higher education system shows a pattern of
easy money savings for institutional decision makers in times of financial distress by cutting off
faculty salaries. As soon as the academic hierarchy was formed, universities began resolving
poor financial conditions by hiring junior faculty or instructors under the full professors’
supervision. An increasing number of academic ranks saw postponed tenure promotion, thus
27

allowing saving on instruction, provided by lower rank (reflected in lower salary) lecturers
(Cain, 2015), temporarily alleviating financial turbulence.4 During the Great Depression, the
majority of higher education institutions reduced their faculty salaries, and these cuts were
greatest for those in lower positions in the faculty hierarchy (Douglas, 1938). Nowadays,
increasing the number of low-cost, part-time faculty positions is the most popular and widely
accepted way to work with institutional budgets (Halcrow & Olson, 2011; Zhang, Ehrenberg, &
Liu, 2015).
Part-time faculty characteristics.
Generally, part-time faculty are hired on temporary contracts to teach one or two courses.
Typically, they are not responsible for other duties, such as participating in faculty meetings,
decision-making processes, research, or advising ("Faculty Appointments," 2008). The parttimers are usually paid per credit hour. Considering the adjuncts’ comparatively low salaries,
women and underrepresented minorities are most likely to hold these part-time appointment
positions (Finkelstein et al., 2016).
Opinions about teaching by adjunct faculty vary (Conley & Leslie, 2002; Halcrow &
Olson, 2011). Some researchers point out that the quality of instruction delivered by adjuncts
remains a concern (Green, 2007; Deutsch, 2015). Others find that there is no significant
difference in students’ experience in classes taught by full-time versus part-time instructors
(DeFilippis, 2007; L’Argent, 2014). These findings would be more accurate if aggregated with
supplementary data, such as the faculty’s other current employment beside teaching,
employment history, education attained, development opportunities, and, perhaps most
4

These practices were restricted by the AAUP standards. An overview of the AAUP guidelines in that matter for
tenure-line faculty can be found at the AAUP website, Responding to Financial Crisis. Policies and Best Practices
(AAUP, n.d.)
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importantly, motivations for teaching par time. Monks (2009), for instance, provides two
different characteristics of adjunct teachers: those who would a prefer full-time position at their
institution and those who would not. Eagan Jr. et al. found that those who voluntarily assumed a
part-time position were significantly more satisfied with their work than those who would prefer
a full-time job (2015, p. 450). In addition, those who seek a full-time position at other
institutions might leave their college/university in the near future. If the part-time job is not their
ideal, these instructors might not be very interested in developing his/her teaching skills or
investing time in preparing teaching materials. The conclusion––“There is no stereotypical parttime faculty member” (Monks, 2009, p. 36)––implies the need for caution when attempting to
make generalizations about these professors. This review of the literature on part-time faculty
teaching showed that a number of studies fail to use that valuable input.
Levin (2007) and DeFilippis (2007) highlighted the fact that part timers bring their
professional experience and working connections to their college; in fact, some are hired for their
specialized knowledge from outside the walls of academe. Part-time lecturers who were
employed because of their business connections or professional skills, like clinical nursing
practitioners or IT engineers, who may be challenged with in-class experience (Halcrow &
Olson, 2011), need more institutional support, such as training or supervision. Regrettably, their
availability for training is insufficient due to other commitments (Conley & Leslie, 2002). On
the other hand, part-time faculty members, for whom a temporary contract bridges the gap
between their full-time academic position and retirement, have more teaching experience than
their full-time, younger colleagues (Schuster & Finkelstein, 2006).
Part-time faculty members meet many obstacles in their teaching (Murphy Nutting, 2003;
Barron-Nixon, 2007): They do not participate in curriculum development, faculty meetings, or
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department decisions; they often do not share academic discussions with others in their
respective fields. Frequently teaching large courses, lecturers have neither sufficient time nor
proper office space to meet with individual students, which does not support their teaching
(Conley & Leslie, 2002). Part-time faculty often work for a few institutions, which drastically
limits the time they have available for their students (Kezar, 2011). Although they are not
obligated to meet tenure-track requirements, the expectations of the part-time faculty are the
same as those of full-time professors concerning teaching excellence (Green, 2007).
Professional and social integration of part-time faculty.
Both researchers and practitioners have addressed the challenging situation of part-time
faculty integration. Barron-Nixon (2007) offered a guidebook for administrators outlining how
to connect part-time faculty to their institutions of higher learning. The guidebook, addressed to
administrators and managers, offers practical solutions on an institutional, school, and
departmental level. As a baseline for further action, Barron-Nixon recommended providing
more physical space and basic office supplies to part-time employees; further, the guidebook
suggests including the part-time faculty in the institutional directory, providing development
opportunities, and, as much as possible, including adjuncts in governance. Researchers have also
noticed that part-time faculty are excluded from the academic community and isolated from their
institutions (Kezar & Sam, 2010) and that low satisfaction might influence the part-time faculty
decision to discontinue employment (Hoyt, et al., 2008). Blanton (2014) specified that part-time
faculty perceptions about being valuable to the institution, and their sense of belonging, are
among the most important part-time faculty retention factors. Others have argued that
socialization experience, or a lack of such, might affect part-time faculty decisions about
renewing their contracts (Loh, 2003).
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Summary
The increasing tendency to rely on part-time appointments both leads to and,
simultaneously is a sign of profound qualitative changes in the academic profession (Finkelstein,
2003). The described situation is a result of many factors not discussed in this literature review.
Trends of globalization and a broader transition to a postmodern culture (Bess & Dee, 2012), for
example, add to institutional uniformity. A significant group of these factors comprise the
effects of technology on the teaching/learning technics followed by new academic appointments.
In light of these changes, uniformity seems to be inevitable. The central assumption behind this
study is that faculty carry on diverse institutional traditions and promote various missions and
values (Geiger, 2003). That assumption relates to full-time faculty, who embody institutional
values. However, studies show little integration of the part-time faculty with their institutions in
general (Hoyt, et al., 2008; Blanton, 2014) and in terms of mission integration (Jonas & Weimer,
1997; Ferrari & Janulis, 2009; Burns et al., 2015). At the same time, researchers have observed a
universal trend of relying on part-time faculty. Frequently, the economy is the ultimate decisive
factor of whether to offer either full- or part-time jobs (Halcrow & Olson, 2011; Zhang et al.,
2015). The next section, discussing these issues in context, introduces a group of small liberal
art institutions that exemplify enormous diversity but, due to their financial models, are pressed
to substantially rely on part-time faculty.
Colleges and Universities Sponsored by the Catholic Religious Congregations
in the United States
The diversity of the higher education institutions allows for colleges and universities of
various sizes, programs, and missions. Among these groups, institutions with a religious
affiliation are vitally interested in maintaining their distinct identities (Burrows, 1998;
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Holtschneider & Morey, 2000; Oates, 2002; Wittberg, 2003; Hutchison, 2006; Pelito Magnaye,
2007; O’Brien, 2010; Pressimone, 2013; Burns et al., 2015). The following discussion places
colleges and universities sponsored by religious congregations, presented as a distinguishable
group within Catholic higher education, among institutions affiliated with other churches and
denominations, within the landscape of all institutions of higher learning in the United States.
Religiously Affiliated Colleges and Universities
According to the National Center for Education Statistics, there are slightly more than
7,500 higher education institutions in the United States (IPEDS, 2015). The diversification
between for-year, two-year, and less than two-year institutions (Figure 4) places this discussion,
which is relevant to almost one thousand religiously affiliated institutions of higher learning in
the United States, within the broader landscape of the system.
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As shown in Figure 4, four-year colleges and universities are the largest group of higher
learning institutions. The four-year sector is dominated by private nonprofit colleges and
universities, while the two-year and less than two-year institutions are the domains of public and
private for profit universities, respectively. The vast majority of private nonprofit colleges and
universities are small, tuition-driven institutions (IPEDS, 2018). More than 50% of four-year
private nonprofit institutions have religious affiliations. A closer view, however, shows that this
group is not a uniform one. The largest religious groups that sponsor higher education
institutions are Roman Catholic (26%), United Methodist (10%), Baptist (7%), Presbyterian
(6%), and Jewish (4%) (IPEDS, 2018). Each of these groups has developed its traditions
regarding specific curriculum, administrative structures, and hiring practices. This variety of
religious traditions is reflected in the educational beliefs, teaching/learning models, curricula,
campus climate, and everyday practices of these instituions.
Catholic Higher Education in the United States
According to Garrett (2013, p. 263), the first Catholic settlers arrived in America at the
end of seventeenth century. For many, the Catholic faith was a part of their homeland tradition
and a vital element of their national identities. Tending to isolate, the new immigrants needed
schools that provided instruction in native languages to their children; that task had been
undertaken by numerous parochial schools. The Third Plenary Council of Catholic bishops,
gathered in Baltimore, MD in 1884, asserted that there were numerous “schools, academies, and
colleges” run by and for Catholics (Mahoney, 2002, p. 3). The Catholic University of America,
established in 1887 following the Council of Baltimore, was considered a capstone of that
existing system of Catholic education (Oates, 2002; Mahoney, 2002). CUA was the first
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Catholic University developed in this emergent model of research universities ("History of
Catholic University," n.d.).
Catholic religious congregations and higher education.
According to Wittberg (2003), 95% of Catholic colleges and universities in the United
States were founded by Catholic religious congregations of men and women. Among the
reasons that religious congregations were in a privileged position to open institutions of higher
education, Hellwig (2002) lists celibacy, community, and the vow of poverty (p. 17).
A combination of these three elements created an optimal space for the members of
congregations to focus on prayer and ministry, both of which required study. Indeed, the oldest
Catholic institution of higher learning in the United States––Georgetown University––was
founded by Jesuits in 1789 ("History of Georgetown University," n.d.), almost a hundred years
before the establishment of Catholic University of America.
As noted, these colleges were initially staffed by members of the respective founding
congregations (p. 22). Naturally, education offered by members of one congregation was
accompanied with an introduction to the beliefs, values, and customs cultivated by the
community members and rooted in the distinct charisms of religious communities (Hilton, 1998;
Wittberg, 2003). Colleges and universities founded and sponsored by religious communities
simply absorbed the tradition of their sponsoring body. Figure 5 presents these institutions of
higher learning according to their founding traditions.
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Figure 5. Catholic colleges and universities in the United States according to their founding
traditions (ACCU, 2018).
The Benedictine, Charity, Dominican, Franciscan, Holy Cross, Jesuit, Lasallian, Mercy,
St. Joseph, and other institutions developed unique cultures and traditions rooted in the charism
of the sponsoring congregation (Olin, 2005; Pressimone, 2013; D’Cunha, 2014). The presence
of members of religious orders on their campuses was a visible sign and insurance of Catholic
identity (Hutchison, 2006, p. 21) and a medium of their distinct congregational identity. More
recently, as the number of the religious has dramatically declined (Berrelleza, Gautier, & Gray,
2014), institutions uphold their religious identities in their mission statements, symbols, and
traditions. Intentional programs are designed to strengthen the distinct institutional identity
rooted in the sponsoring tradition, which is known as “charims transmission” (Hilton, 1998).
Charism transmission and mission integration.
The Catholic Church recognizes “Religious Congregations of men and women devoted to
apostolic and missionary activity and to the many different works inspired by Christian charity
[…] in accordance with a specific charism and in a stable form of common life” (Pope John Paul
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II, 1996, para. 9). These congregations, or religious orders, differ from one another by their
charisms. The Catechism of the Catholic Church explains that the Catholic religious
communities were given “special graces (called “charisms”) … to undertake various tasks and
offices for the renewal and building up of the Church” (Catholic Church, 1994, para. 798).
Charisms, therefore, define the way of life of a religious community: its values, priorities, inner
structure, and traditions. The ministries and sponsored institutions, including colleges and
universities, are rooted in the charisms of their founding religious communities. Numerous
scholars have undertaken the task of identifying the central elements or expressions of the
charism of a sponsoring body engraved in the identities of their higher education institutions.
Table 1 contains a list of those elements or expressions of a charism adapted to the structure of a
higher education institution.
Table 1
Elements/expressions of Institutional Identity of Catholic Colleges and Universities
Elements/expressions of institutional identity

References

Founding tradition

Loehr (1988), Hengemuhle (2015)

Charism of the sponsoring religious order

Bonnell (1992), Hilton (1998)

College/university relationship to the

Fox (1974), Jackowski (1994), Holtschneider

sponsoring congregation

and Morey (2000)

Mission statement

Curran (1997), Heft (2003), Estanek, James,
and Norton (2013)

College/university core values

Jonas and Weimer (1997), Ferrari and
Velcoff (2006), Carter (2009), Flanagan
(2009)

Symbols (statues, posters, logo, motto, seal)

Hickey (2012), “Visibly Catholic,” ACCU &
The Reid Group (2016)

Institutional culture, traditions, campus climate

Introcaso (1996); Pressimone (2013);
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Whitney and Laboe (2014)
Curriculum balancing faith and reason, specific Janosik (1996); Hutchison (2006)
teaching and research agenda
Strategic plan

Bisset (2014)

The charisms of sponsoring communities shape the respective identities of the sponsored
institutions. As emphasized here, institutional identity is manifested in the university’s mission
statement, and some of these mission statements have been subject to recent analysis. In one, a
random sample of mission statements of Catholic colleges and universities in the United States
was examined in order to discover how these mission statements express their Catholic identities.
The study was significant not only because of its contribution to our understanding of the
assessment of Catholic identity but also because of a very conscious sampling concerning
sponsorship, size, and location. Considering the various charisms of sponsoring religious
congregations in creating a list of categories of Catholic identity in student outcomes, the authors
avoided skewness towards elements characteristic of one of the specific charisms.
In order to bring true benefits to the academic community, however, the institutional
mission/identity has to be understood, accepted, and implemented within faculty and staff
practices (Kezar, 2005), which requires conscious actions on both sides: the lay personnel’s
willingness to subscribe to institutional values, and meaningful, creative ways of sharing the
charism by members of the religious order. Whitney and Laboe offered a case of study revealing
the personal journey of one of the authors “from an initial point of skepticism (…) to active
mission agency” (2014, p. 137). This work, in many ways, complements the study of the
mission statements presented above: while Estanek, James, and Norton (2013) reviewed written
mission statements, Whitney and Laboe (2014) shared experience of internalizing of the mission.
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Focusing on one case, the authors conducted an in-depth analysis of a personal transformation
that exemplifies the process of the integration of the mission. The authors highlighted key steps
in the interiorization of institutional identity by a faculty member, a process that manifested in
“relationships with those who embody, transmit, and help to translate the mission in helpful and
concrete ways” (Whitney and Laboe, 2014, p. 148) and that was supported by participation in
mission-oriented programs and individual research, recognition, and affirmation. Institutional
support offered to facilitate personal growth in the mission was an important element of the
mission’s integration into the school’s programs.
Table 2
Means of Learning about Institutional Identity
Means of Learning
Mission integration office

References
Pelito Magnaye (2007) D’Cunha (2014),
Lehman (2014)

Hiring for mission/job interview

Hutchison (2006), Hengemuhle (2015)

Orientation to the charism

Hilton (1998)

Internal communication (e.g. president’s

Janosik (1996), O’Brien (2004), Pelito

speeches, emails from deans or mission office)

Magnaye (2007)

Mission/Heritage published materials, website

Gambescia and Paolucci (2011), ACCU &
The Reid Group (2016)

Lectures on institutional values/heritage

Ferrari and Velcoff (2006)

Projects that enhance the university’s identity

Pressimone (2013), Lehman (2014)

rooted in the founding tradition

To date, researchers who have studied the identity of colleges and universities sponsored
by the Catholic religious orders have focused on the role of founding communities (Hilton, 1998;
Wittberg, 2003), boards of trustees (Fox, 1974), and presidents (O’Brien, 2004) in preserving
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institutional identity. Administration, faculty, and staff have been perceived as the addressees of
these programs (Introcaso, 1996; Ferrari & Velcoff, 2006), yet very little has been written about
the faculty role as those who are called to embody institutional identity (Burrows, 1998; Whitney
and Laboe, 2014), and even less has been written about the mission’s integration of part-time
instructors (Jonas & Weimer, 1997). A mission integration program based on learning the
institution’s identity through relationships and absorbing its values was designed for full-time
faculty (Geiger, 2003). Their role as identity proxies has been recognized through the teaching
assignments and in context of implementing institutional values into taught courses (Hutchison,
2006; Jonas & Weimer, 1997).
Catholic versus congregational identity.
Mission integration programs can support both Catholic and congregational institutional
identities. Although all of the sponsoring congregations of Catholic colleges and universities
exist within the Catholic Church, researchers agree that their Catholic identities and the identities
derived from the founding traditions are not the same (Shaw, 1991; Janosik, 1996). Burrows
explains, “Congregational and Catholic identity are … overlapping but not co-terminus
interpretations that contribute to a college's religious identity” (1998, p. 40). Since this literature
review focuses on identity related to the sponsoring congregation, topics characteristic of
Catholic identity were not included. Among these topics are the directions for Catholic colleges
and universities comprised in Ex Corde Ecclesiae (Leibrecht, 2001; D’Souza, 2002), a
discussion of academic freedom at Catholic higher education institutions (Heft, 2003; Russo &
McGreal, 2012), and legal issues of employment at religiously affiliated institutions (Russo,
2016).
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Summary
Since the beginning of American higher education, religiously affiliated colleges have
had their place in the system; their unique traditions add value to higher education in the United
States. In the previous section, I briefly introduced a group of religiously affiliated colleges and
universities in the United States that were founded and sponsored by the Catholic women
religious congregations. These small, tuition-driven institutions struggle for survival in the
competitive educational market. One of the easiest ways to balance their budgets is by saving on
instruction by hiring less expensive part-time faculty. Given the nature of part-time
employment, however, part-time faculty do not necessarily subscribe to the values and traditions
rooted in the institutional mission/identity. Through the policy of hiring part-time employees,
institutions might fail to maintain their identities. Hence, the new part-time faculty paradigm
(Finkelstein et al., 2016) challenges institutional policymakers to find new solutions. The
theoretical framework proposed next is designed to provide a foundation for an employee-based
brand equity model, which, to some extent, might address these dilemmas.
Theoretical Framework
The theoretical framework for this study was a model that includes the role of part-time
faculty in maintaining institutional identity. I began with theories that provided a firm
foundation for the proposed model. Starting with an institutional approach, I show the
development of business-oriented theories that depict a meaningful change of perspective from
one that places the economic forces of the market in opposition to the value-driven
mission/identity to one that includes an understanding of how these two mutually complementary
notions interact. The emphasis in this part of the literature review is on the employee-based
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brand equity model, developed in marketing literature. After examining the relevant research, I
refer to the social identity theory that deepens the assumptions behind the model.
Institutional Theory
Institutional theory provides a sound basis for the discussion of colleges and universities.
According to Scott (1987), the theory originated from a process of instilling the values lay
behind an organizational structure. Values differentiate an institution from an organization, the
latter of which is considered more mechanical than an institution built on values. From an
institutional theory perspective, institutions are social, not organizational, structures (Scott,
2008). The unique missions/identities of colleges and universities rely not on their
organizational arrangement but on their embodied values in the institution. The theory provides
background for bringing values to the discussion of the diversity of the American higher
education system. The institutional theory also highlights organizational history as the
recognition of changes that an institution embraces over time while adapting to external
influences.
Strategic Balance Theory
While institutional theory emphasizes a distinct mission/identity, strategic balance theory
underlines the opposite side of the continuum, taking the attention from values and intangible
meanings to a practical, sustainable solution (Deephouse, 1999). The main idea behind strategic
balance theory is that institutions win their market positions when they can maintain their
carefully balanced policies between conformity and uniqueness. As Deephouse (1999) noted,
the chances of survival can decrease for institutions so much that they do not fit the market, as
well as for those that are identical with all other institutions. The Shakespearian question “To be
different or to be the same?” that Deephouse paraphrased to describe his theory of strategic
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balance reflects the somewhat dramatic situation of small, tuition-driven colleges and
universities in the market-ruled economy. In order to maintain their distinct traditions, or to
address the specific needs of their sponsoring denominations, small colleges offer courses that
are exclusive to their faith traditions and missions. On the other hand, these institutions need to
conform to standards set by accrediting agencies for all the other institutions.
Recent studies have criticized strategic balance theory for focusing on only one
dimension of institutional identity, and, therefore, simplifying the complexity of the mechanisms
employed by corporations to achieve optimal distinctiveness (Zhao, Fisher, Lounsbury, & Miller,
2016). Zhao et al. (2016) challenged the assumption that one static point of balance between
uniformity and distinctiveness exists; instead, they propose considering multiple and dynamic
balance points, since there are composed of multiple competitions and numerous strategic
groups. The researchers suggested that by including organizational environment factors
describing optimal distinctiveness, better strategic programs can be developed by institutions to
maintain their distinctiveness and their perceptions of institutional identity. These researchers’
proposed elements were utilized to build a conceptual model for this study. Despite criticism,
however, strategic balance theory has been etched into higher education as a field of study.
Referring to strategic balance, both researchers and administrators have begun seeing colleges
and universities include market forces into their discussions of higher education.
Toward the Market-oriented Models
While Deephouse placed the market and the mission at opposite ends of that continuum,
Zemsky, Wenger, and Massy (2005) argued that colleges and universities must be market smart
in order to maintain their distinct missions. Zemsky argues that, with a view to upholding their
identities, institutions must be sustainable. A sustainability test is one that determines
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institutional persistence, not its identity/mission. Toma, Dubrow, and Hartley (2005) moved this
concept forward and proposed not only maintaining institutional identity but also utilizing its
distinct value. Researchers have highlighted the practical uses of institutional mission/identity in
positioning the institution on the market by building strong brand equity. At the same time, a
good market position allows the institution to continue its mission (Zemsky et al., 2005; Olin,
2005).
The use of marketing in the field of higher education, especially when applied to a
values-driven mission and distinctive identity, causes natural resistance. The resulting
hesitations are well represented in the following question: “Does listening to the market mean
compromising core values?” (Lytle, 2013, p. 15). Numerous scholars agree that, in order to
maintain the unique identities, higher education institutions must adjust to market forces
(Deephouse, 1999; Toma et al., 2005; Zemsky et al., 2005). However, the posed question calls
for respect for institutional values when marketing. As Werner (2016) argued, “Colleges and
universities are brands, but to be successful, they must first be institutions built on enduring
substance. Higher education exists not to sell things, but to do things. […] A good brand alone
isn’t sufficient protection for institutional collapse” (para 2). To be effective, therefore,
marketing in higher education must be followed by institutional policy and practice. A new,
employee-based approach to branding developed within brand equity theory shifts the focus of
marketing from names, phrases, and symbols towards the employees who embody institutional
identity. That approach not only does not compromise the values but contrary, can deepen the
stakeholders’ understanding of, and generate new channels for sharing, these values (BergerRemy & Michel, 2015). In the higher education setting, the employee-based model corresponds
with D’Cunha’s statement: “The role of faculty is key in the institutionalization of identity and
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mission because faculty are the producers within any institution of higher learning” (2014, p.
153).
Brand Equity Theory
The brand equity theory (Aaker, 1991), built on institutional identity as perceived by
stakeholders, has also gained increasing recognition in the field of higher education (Toma et al.,
2005; Anctil, 2008; Keller 2013; Chapleo, 2013). A brand is a sign that sets a product apart
from its competitors. Brand equity is defined as “assets and liabilities linked to a brand, its name
and symbol, that add to or subtract from the value provided by a product or service to a firm
and/or to that firm’s customers” (Aaker, 1991, p. 15). The customer can expect that products or
services of certain brands will deliver the desirable features; in that sense, the brand is also a
guarantee of quality. Researchers have highlighted the need for a clear mission statement in the
process of constructing brand equity (Duesterhaus & Duesterhaus, 2014). In addition, clearly
manifested in the mission statement, the institutional identity must be “alive” (Kezar, 2005). As
Soh Guek Tin Cobb noticed, creating brand equity when, in fact, there is no clear identity
recognizable in daily practices, leads to customer disappointment and proves institutional
dishonesty (2001). Especially in the field of higher education, constructing brand equity that
does not correspond with the reality of the institution would be opposed to academic integrity
(Chapleo, 2013).
Scholars have developed a number of concurrent models of brand equity within the
theory; among them, there is a customer-based, an employee-based, and an identity-based one.
To date, the researchers have applied the customer-based brand equity model in the field of
higher education. Soh Guek Tin Cobb (2001) utilized the consumer-based brand equity model to
study students’ retention/persistence as a function of the students’ expectations of their college.
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That study found that four out of six attributes of brand identity had a significant positive effect
on student intended retention: “an institution’s emphasis on its brand identity, the total employee
commitment, the quality of its academic and non-academic programs, and making education
affordable to their students” (Soh Guek Tin Cobb, 2001, p. 92). Jillapalli and Jillapalli (2014)
examined students’ (customers’) perceptions of their professors and found that the customer
based-brand equity model could be successfully used to develop strong professorial brands.
Pinar, Trapp, Girard, and Boyt constructed the universities brand measurement scale (2014)
based on the same model. Among the core brand dimensions, the authors listed perceived
quality of faculty in the first place, and then university reputation, brand loyalty, and brand
awareness. All three studies presented above refer to the role of professors/employees in
developing the brand, and all measure the equity of the brand from the student/customer
perspective. Thus far, no study grounded in the employee-based brand equity model has been
done in the field of higher education.
Employee-based brand equity model.
The employee-based brand equity model (EBBE) was introduced later than the customerbased one (King & Grace, 2009, 2012; Berger-Remy & Michel, 2015). For this inquiry, focused
on faculty, the employee-based paradigm was more adequate than the customer-based approach.
Researchers agree that dedicated employees are the strongest assets of an institution (Prenkert,
2004; DuBois Gelb & Rangarajan, 2014; Pinar et al., 2014; Morokane, 2014). In the recent
study on the impact of EBBE on firm performance, Athanasios and Wisker (2016) confirmed
that institutions that face intense competition must increase their internal marketing. That
applies, in particular, to colleges and universities, which “must recognize that their most valuable
tangible asset is their passionate employees” (Whisman, 2009, p. 368, cited in Pinar et al., 2014).
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King’s (2012) first definition of employee-based brand equity refers to brand knowledge
that results in employee behavior. The researchers, however, list a number of other factors,
besides that knowledge, that influence employees’ attitudes toward the brand, such as brandconsistent behavior, positive attitudes toward the brand, active promotion by the employees, and
brand loyalty (Chapleo, 2013; Morokane, Chiba, & Kleyn, 2016). Therefore, I chose the latter
definition by Berger-Remy and Michel (2015), who explain that EBBE is “the added meaning
the brand may give employees over and above their job or profession and the firm’s corporate
reputation, causing positive or negative behavior towards the organization” (p. 33).
King, Grace, and Funk (2012) proposed three dimensions for the EBBE model: brand
endorsement, brand-consistent behaviors, and brand allegiance. Brand endorsement denotes an
employee’s willingness to give positive testimony about the brand. It refers to recommending,
promoting, or even advertising the product by employees (King et al. 2012; Morokane, Chiba, &
Kleyn, 2016). Not only words but also behaviors that are consistent with the brand values
promote the brand. Therefore, employees who embody institutional values support the brand
naturally through their brand-consistent actions (King et al. 2012; Berger-Remy & Michel,
2015). Brand allegiance indicates an employee loyalty and commitment to a particular brand,
which effects in his/her intention to remain with the company (King et al. 2012). The loyalty
factor is based on employee satisfaction (King & Grace, 2009).
DuBois Gelb and Rangarajan (2014) listed possible employees’ contributions to the
brand. The employees, especially those who face the customers, embody the brand’s value.
Also, they can provide feedback, inform management about the customers’ needs or preferences,
and gather information on the competition. Especially in higher education, with knowledge
transmission identified as a product, the faculty play a twofold role: as the elements of a brand
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and as the brand ambassadors. In either case, they must be familiar with the brand and motivated
to undertake those roles. De Gilder (2003) suggested a substantial motivation, while DuBois
Gelb and Rangarajan (2014) underlined intangible rewards, like celebrating employees and
communicating about their brand commitment. While, according to these researchers, the first
option is more effective with part-time employees, the second option is more valuable as a longterm brand development strategy. However, Blanton’s findings (2014) suggest that part-time
faculty need to feel appreciated by their colleges and universities; therefore, there is a probability
that they will respond to intangible awards.
The assumption behind brand equity theory is that employees know the outstanding value
of their institution (Aaker, 1991). To become active and efficient ambassadors of institutional
identity, they need to find the relationship between the institutional identity and their viewpoints
(rational route) and experiences (emotional path) based on that knowledge (Xiong, 2014;
Morokane et al., 2016). In this way, institutional identity resonates with the employee’s own
identity, generating an affective commitment, which spontaneously transforms the faculty
member into an agent of the institutional identity (Fernandez-Lores, Gavilan, Avello, & Blasco,
2015). Because of its human aspects, Prenkert (2004) and Chapleo (2013) suggested caution
when applying market-oriented theory to higher education. Therefore, in order to refer to the
notion of brand integrity, I sought the support of social identity theory (Tajfel & Turner, 2004,
2010).
Discussion of the EBBE model implementation into higher education.
Any discussion of the use of the brand to promote a value-driven institution must include
ethical concerns. Researchers have raised questions about using theory rooted in business in the
field of higher education, especially the question of whether values are “for sale” (Lytle, 2013;
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Chapleo, 2013). DuBois Gelb and Rangarajan (2014) argued that the model can be used by
nonprofit organizations since it allows these institutions to share with their customers
information about who they are, their causes, and their traditions. Therefore, it can be used to
promote the values that an institution embodies (Scott, 1987). From this perspective, sharing
these values also requires a strategy. The EBBE model works both ways: it provides a method
that promotes institutional identity through engaged employees and requires institutional effort to
engage these employees. Berger-Remy and Michel (2015) argued that the model can be a tool
that enables the employees to reach their full potential through their meaningful actions,
effectively leading to the interiorizing the values, not to selling them. Moreover, Hatch and
Schultz (2013) showed how marketing language can be used to investigate the concept of brand
charisma––a notion that reaches far beyond profit.
Analyses of effective brands have proven that a key strategy is to involve all stakeholders
in promoting the company’s mission (Duesterhaus & Duesterhaus, 2014). Adapting this
statement to higher education’s realities, all faculty, staff, and administrators need to be mindful
of and committed to the brand (Soh Guek Tin Cobb, 2001; Pinar et al., 2014). To date, part-time
faculty have not been considered valuable mission/identity agents, since “their knowledge of the
college is more limited than full-time faculty” (Burrows, 1998, p. 67). In another study on the
faculty and administrators understanding of founding spiritual traditions, the author noticed that
“there was a perception that adjunct and part-time faculty members did not have the time to
commit to learning about the […] tradition [… and] were not able to immerse themselves in the
campus culture” (Hutchison, 2006, p. 172). However, as shown in Figure 1 (p. 5), part-time
faculty constitute the majority of the teaching force at the focal colleges and universities. In the
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age of part-time lecturers, there is a need for a comprehensive model that will open an
opportunity to involve part-timers in the brand marketing process.
To avoid simplifying institutional diversity to only this one dimension (Zhao et al., 2016),
the historical shift to part-time appointments should be examined in the broader context of
cultural change. Scholars have observed a significant shift toward part-time appointments across
all jobs and professions (De Gilder, 2003). In the postmodern paradigm, nothing is written in
stone or permanent (Bess & Dee, 2012), and a swing to temporary academic appointments is a
movement that extends the higher education field within that context. A number of articles cited
in this literature review, however, are borrowed from fields other than higher education, like
corporate management, marketing, or service-providing companies. They have different
economic, academic, managerial, ministerial backgrounds. There are both advantages and
disadvantages to that approach. The definitions of terms, as developed in various fields, can also
vary, carrying on the misleading assumptions lying behind them.
Implementing the brand equity model in the field of higher education raises numerous
questions. Chapleo (2015) noted that cultural matters such as educational values do not fit well
into the economic framework, while Finkelstein et al. (2016) postulated that the new emerging
paradigm of part-time faculty, and the deep qualitative changes that came with this paradigm,
they studied change within the academic world. In contrast, brand equity models, rooted in
marketing theories, refer to colleges and universities as companies and to lecturers as employees
(Kezar & Sam, 2010). The unintentional shift from academic profession to employment is a
major argument against using the marketing approach presented in this study. This shift,
however, might be a part of more significant cultural change toward a postmodern paradigm
(Finkelstein, 2003; Bess & Dee, 2012).
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Social Identity Theory
Social Identity Theory, developed by Tajfel (1979), describes relationships between
individuals and the groups to which they belong. The central assumption described by that
theory is that there is a relationship between personal and social identity: group identity
influences the individual identities of its members––in other words, people tend to create their
image based on categories that describe the groups to which they belong. Due to this simple
psychological mechanism, group members are inclined to elevate their team, thinking about it
not only positively, but also as a priori better than other groups. This evaluative strategy gives
higher self-esteem to the group members and, in turn, implicates their stronger commitment to
the group. A negative comparison to other groups also causes the members’ lower satisfaction.
Summary
The final section of this literature review is meant to identify dimensions of the EBBE
conceptual model based, in large part, on marketing research (King et al., 2012; Berger-Remy &
Michel, 2015; Morokane et al., 2016; Athanasios & Wisker, 2016). Formulated in the business
environment, brand equity theory theory is swiftly entering the field of higher education (Toma
et al., 2005; Whisman, 2009; Chapleo, 2013; Pinar et al., 2014). To date, the consumer-based
brand equity model has been adapted to higher education (Keller, 1993; Soh Guek Tin Cobb,
2001; Jillapalli & Jillapalli, 2014), and the recently developed employee-based brand equity
approach is an adequate one to model how the part-time faculty can become active ambassadors
of their institutions’ identity.
The model is supported by institutional theory (Scott, 1987), social identity theory (Tajfel
& Turner, 2004), and the existing study on charism transmission at the religious-affiliated
institutions of higher learning (Hilton, 1998; Hutchison, 2006; D’Cunha, 2014). The theories
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presented above allow the creation of a conceptual model of the part-time faculty role in
maintaining the distinct institutional identity. Elements of the proposed model, based on the
relevant literature, are listed in Table 3.
Table 3
Elements of the Conceptual Model
Model elements

References

Institutional valuesi, brand charismai

Hatch and Schultz (2013), Scott (1987)

Knowledge about institutional identity

Aaker (1991)

Transfer of brand-related informationii

King and Grace (2009)

Attitudes towards institutional identity

Tajfel and Turner (2004)

Brand endorsement/brand-consistent behaviors

Morokane, Chiba, and Kleyn (2016)

Brand loyalty

King & Grace (2010)

Note. i corresponding with Table 1, ii corresponding with Table 2

The conceptual model, constructed on the notion of perception, is presented in Chapter 3
(Figure 8, p. 77). Each element of the conceptual model is operationalized based on the
literature review.
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Chapter 3
Methodology
This study focuses on colleges and universities sponsored by the Catholic congregations
of women religious in the United States. The selected institutions of higher education have a
stake in preserving their spiritual/scholarly traditions, maintaining their unique identities, and
supporting the values instilled by their founders. At the same time, as shown in the first chapter
(Figure 1), these colleges and universities increasingly rely on part-time faculty. The questions
emerge over whether––and how––these institutions involve employed part-time instructors in
preserving their institutional identities and, if so, what policies and practices were developed to
achieve that goal. The literature review found that the focal colleges and universities have
developed mission integration programs designed to preserve their institutional identities, which
are rooted in the charisms of their respective sponsoring congregations. The value of this study
is that it reaches beyond mission integration programs and concentrating on part-time faculty’s
response to leaders’ and administrators’ efforts to maintain their distinct institutional identities.
Purpose of the study and research questions
The purpose of this study is to examine how religiously affiliated institutions of higher
learning sponsored by congregations of Catholic women religious in the United States maintain
their unique missions/identities while they transition to a largely part-time faculty. The inquiry
was guided by the following research questions:
1. How do the small, religiously affiliated higher education institutions in the United States
seek to balance the imperative of maintaining their distinct missions/identities with the
reality of their transition to contingent staffing?
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a. What policies and practices were developed to maintain these institutional
identities?
b. What policies and practices specifically address part-time faculty awareness about
the distinctive mission/identity?
2. What are the part-time faculty perceptions of institutional identity at the small, religiously
affiliated colleges in the United States?
a. What do part-time faculty members know about the identities of their respective
institutions?
b. How do part-time faculty members learn about the identity of their respective
institutions?
c. What are part-time faculty members’ attitudes to the identity of their respective
institutions?
d. How, if at all, do part-time faculty members implement these institutional values?
3. What factors are associated with how part-time faculty members perceive institutional
identity?
a. What factors are associated with part-time faculty knowledge about institutional
identity?
b. What factors are associated with part-time faculty attitudes towards institutional
identity?
c. What factors are associated with how part-time faculty implement their
knowledge about institutional identity (implementation in taught courses, brand
endorsement, and brand loyalty)?
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With the aim of exploring the administrations’ efforts to maintain institutional identities
(a subject of the first research question), this study included a review of documents sponsored by
ACCU that describe the mission integration program. That review is followed by a content
analysis of related documents obtained from individual research sites (colleges and universities
listed in Appendix A, p. 198). In order to obtain the most comprehensive depiction of
institutional practices, a survey was conducted of mission officers, who have first-hand
information about, and field experience with, the integration process. Part-time faculty
perceptions of institutional efforts, as well as individual and institutional factors associated with
them (the subjects of the second and third research question, respectively), were examined based
on data collected via an online survey administrated to part-time faculty teaching at the focal
institutions. In sum, the three methods employed in this investigation include content analysis of
relevant documents, a Mission Officers Survey (MOS), and Part-time Faculty Perceptions of
Institutional Identity Survey (PTFS), which constitutes the body of the third chapter. Detailed
descriptions of the data collection for each method are provided. First, I will introduce the
research sites based on publicly available data.
Research Sites
Colleges and universities founded by Catholic congregations of women religious have
been chosen as a site of this study as they constitute a group that experiences the greatest tension
between institutional mission an external environment demanding conformity: namely,
substantially relying on part-time employees, as opposed to the internal imperative of
maintaining a distinct identity. Catholic institutions can be identified through their membership
in the Association of Catholic Colleges and Universities (ACCU) and associations that represent
various traditions within the Catholic Church, the International Federation of Catholic
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Universities (IFCU), as well through the IPEDS data collection. Indicators of the Catholic
affiliation of higher education institutions obtainable from these databases are not consistent,
however. According to IPEDS (2016), there are 255 institutions of higher education in the
United States affiliated with the Catholic Church. The Association of Catholic Colleges and
Universities counts 223 members, among which 195 are located in the United States (ACCU,
2016). Among the ACCU members, twenty institutions are also affiliated with the International
Federation of Catholic Universities (IFCU, 2016). A few institutions are added to this list as
members of specific charisms associations (AFCU, 2016). A more inclusive approach led to the
identification of 265 Catholic colleges and universities.5
Within the identified set of 265 Catholic colleges and universities, institutions
sponsored/founded by congregations of women religious were first identified through an
examination of their membership in the associations. Membership in the Association of Jesuit
Colleges and Universities (AJCU), the Association of Marianist Universities (AMU), or the
Lasallian Association of College and University Presidents (LACUP) was a basis for excluding
institutions from this study, because Jesuits, Marianists, and the Christian Brothers are
congregations of priests and brothers. On the other hand, the Association of Colleges of Sisters
of Saint Joseph (ACSSJ) and the Conference for Mercy Higher Education (CMHE) identifies
institutions linked to congregations of women religious, Sisters of Saint Joseph, and Sisters of
Mercy of the Americas, respectively. Institutional members of these associations were included
in the study.

5

The number of 265 is an approximation, since some institutions are listed neither in IPEDS, as they do not
participate in federal financial aid program, nor in ACCU (e.g., Wyoming Catholic or Christendom College).
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Considering the quantifiable differences in numbers of part-time appointments between
institutions sponsored by congregations of women religious and those sponsored by other
congregations of priests and brothers, three co-sponsored colleges and universities were excluded
from the set. Since health systems have developed separate, health-care oriented programs in
order to maintain their respective identities (Farren, 1996; Catholic Health Association [CHA],
2016), ten colleges affiliated with health systems sponsored by the religious congregations, or
subsidiary to hospitals, were excluded from the sample.
Characteristics of the Focal Institutions
The complete sample consists of 100 degree-granting, small colleges and universities
sponsored by Catholic congregations of women religious in the United States (see Appendix A,
p. 198)6. Tables 4 throuhg 6 present relevant institutional characteristics, such as their size
(enrollment) and geographics, academic level, and Carnegie classification, according to
programs offered by the focal institutions, and these institutional characteristics are
complemented by a comparison between their revenues and expenses as reported to IPEDS.
Table 4
Colleges and Universities Sponsored by Catholic Congregations of Women Religious – Selected
Institutional Characteristics (N = 100)
Institutional Characteristics

%

Carnegie Classification 2015: Size and Setting
Two-year, small and very small

3.0

Four-year, very small

21.0

6

The Assumption College for Sisters in Denville, NJ, meets the aforementioned criteria; however, the college is the
only one in the United States that admits only members of the religious congregations (Landy, 2002). Because of its
specific student body, financial model that does not include Pell Grants (IPEDS, 2015), and a very small size of less
than 50 students (IPEDS 2015), I excluded that institution from analyses.
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Four-year, small

66.0

Four-year, medium

10.0

Degree of urbanization (Urban-centric locale)
City (Large)

29.0

City (Midsize/Small)

23.0

Suburb

35.0

Town and Rural

13.0

Note: IPEDS, 2015

The majority of institutions in the sample are four-year degree-granting colleges and
universities (97%, N = 100). The origins of these focal institutions (see Chapter 2, p. 22) explain
their small and very small size (90%, N = 100). At the same time, these institutions are mostly
located in cities and suburbs (87%, N = 100) close to renowned academic hubs. A combination
of their small size and urban-centric location places these institutions in the middle of the intense
competition for students. Their location in cities (52%, N = 100) provides more job
opportunities for their faculty members, which creates conditions conducive to a ready supply of
part-time, highly educated professionals, and which might also adversely affect their faculty
retention.
Table 5
Distribution of Colleges and Universities Sponsored by Catholic Congregations of Women
Religious by Level of Academic Programs and Carnegie Classification (N = 100)
Institutional Characteristics

%

Highest level of offering (HD2015)
Associate degree/less than 2 academic yrs

3.0

Bachelor’s degree

6.0

Master’s degree

24.0

Post-master’s certificate

16.0
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Doctor’s degree

51.0

Carnegie Classification 2015: Basic (HD2015)
Associate’s colleges

3.0

Doctoral universities: moderate research activity

5.0

Master’s colleges and universities

71.0

Master’s colleges and universities: larger programs

31.0

Master’s colleges and universities: medium programs

29.0

Master’s colleges and universities: small programs

11.0

Baccalaureate colleges

14.0

Special focus four-year

7.0

About a half of the focal institutions (51%, N = 100) offer at least one doctoral degree,
but only 5% (N = 100) are classified as doctoral universities of moderate research activity.7 The
majority of institutions in the sample (71%, N = 100) are master’s colleges and universities. Not
playing a cutting-edge role in research, the focal institutions do not receive recognition for their
work in a way that the research universities do; consequently, they do not attract renowned
scholars or major research grants. That has consequences that are visible when comparing
average revenues and expenses of the focal colleges and universities and the comparison
institutions.8 Selected differences between mean revenues and expenses reported by the focal
institutions compared to the private nonprofit institutions of the same characteristics are
presented in Table 6; see Table B2, Appendix B, p. 204, for complete ANOVA results.

7

According to the Carnegie Classification, moderate is the lowest indicator of the research orientation of a
university.
8
I determined the comparison group based on institutional characteristics (IPEDS, 2015). Characteristics that best
differentiated the 100 focal colleges and universities from all other private nonprofit institutions were identified as
Institutional Size Category, Institutional Category, and Carnegie Classification 2015 Basic (discriminant analysis,
weighted groups). To form the peer group, I narrowed down the private nonprofit institutions to those whose
characteristics match the values of the 100 focal institutions as follows: Institutional Size Category = 2, Institutional
Category = 2, and Carnegie Classification 2015 Basic, values <24 and >16. The sample obtained that way
comprises 600 private nonprofit degree-granting institutions; the focal institutions within the selected sample
N = 77, the comparison group N = 517.
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Table 6
Selected Mean Revenues and Expenses as Reported to IPEDS by the Colleges and Universities
Sponsored by Catholic Congregations of Women Religious in the United States and the Peer
Institutions
Mean Values
Focal Institutions

Comparison Group

N = 77

N = 517

$46,492,262

$66,526,511

$3,769,936

$8,679,038

$917,567

$5,633,695

$31,545,605

$153,286,354

$45,092,734

$61,818,026

$9,575,746

$11,462,391

Instruction**

$16,970,561

$22,624,494

Instruction-Salaries and wages*

$10,071,242

$12,562,608

Title
Revenues
Net total revenues**
Private gifts, grants and contracts***
Investment return**
Value of endowment assets**
Expenses
Total expenses**
Institutional support*

Note. Source: IPEDS, fiscal year 2014 – 2015; ANOVA, SPSS. Missing values cleaned list wise.
***p < .001, **p < .01, *p < .05,

On average, the net total revenues reported by colleges and universities sponsored by
women religious are significantly lower than the revenues reported by colleges and universities
of the same institutional characteristics. Consequently, the average total expenses reported by
the focal institutions are significantly lower than the total expenses reported by peer institutions
of the same size and educational offering level. While colleges and universities in both the focal
and the comparison group aim to deliver a quality education, tight budgets force administrators
to look for any possible savings. Funds allocated to instruction are not an exception, especially
when creating more part-time contracts can be easily justified for small programs or by a need
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for flexible course offerings. Table 7 reports the number of part-time faculty employed by
sample institutions and part-time contracts as a percentage of all faculty hires.
Table 7
Part-time Faculty Contracts at Colleges and Universities Sponsored by Catholic Congregations
of Women Religious in the United States (N = 100)
Institutional Characteristics

%

Headcount of the Faculty Employed on Part-time Basesi
0 – 100

24.0

101 – 200

52.0

201 – 300

17.0

more than 300

7.0

Part-Time Contracts as a Percent of All Faculty Contractsii
less than or equal to 30%

5.0

31 – 40%

5.0

41 – 50%

6.0

51 – 60%

21.0

61 – 70%

34.0

71 – 80%

24.0

more than 80%

5.0

Note: Source: Part-time Instructional, Research and Public Service (IPEDS, 2016)
i
mean = 157, median = 140, min = 1, max = 518; ii mean = 61%, median = 64%, mode = 61 – 70%, min = 6%,
max = 83%

The headcount of part-time faculty hired by the sample institutions vary from one to over
500. While the headcount of part-time faculty employed at the sample institutions is linked to
institutional size, the part-time contracts as a percent of all faculty reflect institutional hiring
policies and options. A vast majority of the sample institutions (81%, N = 100) heavily rely on
part-time faculty (more than 50% of the faculty contracts). The largest group of institutions
within the sample (34%, N = 100) employs two-thirds of their faculty on part-time contracts.
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Almost one-third of the focal colleges and universities (29%, N = 100) employs more than 70%
faculty on part-time bases. Five percent of institutions (N = 100) report employing up to 90% of
their faculty on part-time contracts.
Summary
The analyses of institutional characteristics presented above elucidates the challenges
faced by institutions in the sample. Small and very small colleges and universities, located in
close proximity to the vital academic centers, must compete for students. Vibrant institutional
identity is one of the strongest and most desirable assets on the higher education market, and the
faculty play an important role in carrying out that identity. Small and very small colleges and
universities, offering medium and small academic programs, do not create many full-time
academic positions. In addition, extending their pool of part-time faculty contracts alleviates, at
least temporarily, their budgets strains. In light of the statistics displayed above, an inquiry about
the part-time faculty participation in sustaining institutional identity and, ultimately,
strengthening the brand, emerges with new importance.
Data Collection and Methods of Analyses
The following section describes the data collection procedures undertaken to answer the
research questions. The first research question pinpoints the essence of this inquiry into how
small, religiously affiliated higher education institutions in the United States seek to balance their
imperatives in the age of part-time faculty. Rationally, the question entails two paths of
investigation. As first, there is a need to review the policies and practices developed to maintain
institutional identity, and secondly, there is a need to identify those policies and practices that
apply in the new paradigm of part-time appointments. The data will be collected in two parallel
phases described below: the document analysis and the mission officers’ survey. While the first
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part of the investigation is focused on the institutional efforts to maintain identity, the second and
third research questions inquire into the receiving side of the mission integration program: the
part-time faculty. The data were collected via the Part-time Faculty Perceptions of institutional
Identity Survey. Table 8 displays a summary of the research questions and procedures used to
collect the data.
Table 8
Research Questions and Corresponding Procedures of Data Collection
Overarching research questions

Methods of data collection

1RQ: How do the small, religiously affiliated higher

1. Content analyses of the related

education institutions in the United States seek to balance

documents

the imperative of maintaining the distinct identity/mission

2. Survey administered to the

with the reality of their transition to contingent staffing?

Mission Officers

2 RQ: What are the part-time faculty perceptions of

3. Survey administered to the

institutional identity at colleges and universities sponsored

part-time faculty

by Catholic congregations of women religious in the
United States?
3 RQ. What factors are associated with how part-time
faculty members perceive institutional identity?

The following section focuses on each segment of the intended investigation: the analyses
of existing documents and both surveys. The document analysis section identifies lists of
document to be procured and analyzed, the collection methods, and the methods of analysis.
Surveys were presented similarly. First, I discuss the participants and the manner of defining the
sample. Second, the detailed design of the survey questionnaire is described, followed by an
overview of the data analyses’ tools. The discussion of the part-time faculty survey contains
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substantial subsections that identify the main variables and displays the conceptual model based
on the literature review and the theories incorporated into this study.
Document Analyses
The purpose of the document analysis was to identify policies and practices developed at
colleges and universities sponsored by congregations of Catholic women religious in the United
States in order to promote institutional identity. The documents chosen for the analysis were the
mission integration documents published by ACCU. To date, the Mission Officer Handbook,
edited by Galligan-Stierle, has been the most comprehensive resource for mission integration
related activities. In this study, the content of Volume 1 of the Handbook (2014) was analyzed.
Volume 2 of the Handbook consists of essays focused on various campus constituencies with
which the mission officers cooperate: one essay that refers to the role of the faculty was included
in the analyses (Heft, 2015). The Handbook is supplemented with a brochure by ACCU & The
Reid Group (2016) titled Faculty. A summative technique, based on word statistics and
comparison, was employed. With the use of word search tool (Kindle Edition), phrases that
include the word “faculty” were identified and counted; those phrases were then classified and
tagged according to the recognized status and role of faculty in the mission integration process.
The second groups of documents, like job listings and faculty handbooks found on the
focal institutions’ websites, are specifically addressed to faculty.9 In July of 2017, sixty of the
focal institutions posted a part-time/adjunct faculty job offer on their websites. Websites of the
target institutions were searched for “job listing,” “employment opportunities,” “work at…,”
“faculty opening,” “jobs,” and, finally, “human resources.” The purpose of reviewing these
9

Departments of Human Resources were contacted to obtain orientation packets and additional faculty handbooks.
However, due to an insufficient number of documents collected from HR offices, only the faculty handbooks
published on institutional websites were included in this study.
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documents was to find out whether or not––and, if so, to what extent––those texts refer to the
identity and mission of the employing institutions. Part-time job listings were scanned for
content that explicitly refers to the distinctive mission/identity of the respective institutions, such
as the name of the sponsoring congregation, its founding tradition, and institutional core values
rooted in the origins of the focal institutions. Both the content and the frequency of
manifestations of these items were counted. These analyses of practices for communicating
institutional identity in the operational documents were complemented with a review of hiring
policies that were available online and obtained from the institutions.
The faculty handbooks were reachable at twenty-six websites of the focal institutions.10
In order to identify these documents, the websites were searched for “faculty handbooks,”
“faculty personnel policies,” “employee handbook,” “faculty guidebook,” and “employees’
manual.” In four other cases, a link was found but access to the document was denied without
authorization. The handbooks were found at institutions that represented all categories of
institutional size, degree levels, percent of part-time faculty employed, and spiritual and
scholarly traditions. The review of faculty handbooks focused on how the target institutions
introduce their identity to the faculty. Is a mission statement included in the faculty handbook?
Is that statement followed by any specification, clarification, or implementation guide? Are
institutional symbols, like logo, motto, and seal, shown and explained? What information about
the spiritual and academic tradition is offered?

10

The search was conducted in August 2017.
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Mission Officers Survey
The Mission Officers Survey was designed to investigate the use of existing practices
within the mission integration program and to acquire the mission officers’ opinions about how
these practices are utilized for orienting part-time appointees. The survey method was chosen
over the interview method in order to reach more mission officers from various institutions
within the sample. The preferred method places the research across institutions sponsored by
women religious rather than in the particular institution or a set of institutions rooted in one
charism.
Participants: mission integration officers.
According to the Association of Catholic Colleges and Universities, 90% of their member
institutions have created a mission office or appointed a person to enhance the mission
integration process (ACCU, n.d.). According to ACCU, the mission officer position was first
developed at Catholic higher education institutions in the 1970s (ACCU & The Reid Group,
2016). This new appointment was established in response to a rapid decline in the number of
members of the founding religious orders present on campus (Berrelleza, Gautier, & Gray,
2014). A review of institutional websites of the sample institutions identified sixty-eight mission
officers.11 The remaining thirty-two institutions either did not have a mission officer or did not
publish his/her information. The latter occurs when the mission officer is not a member of the
top administration, when the position was assumed temporarily, or when another office is
charged with the responsibility for mission integration. Table 9 reports the basic demographics
and titles of the sixty-eight mission officers, identified based on information published on the
institutional websites.

11

The websites were reviewed in June 2017.
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Table 9
Demographics and Administrative Titles of Incumbents Serving as Mission Officers at Colleges
and Universities Sponsored by Catholic Congregations of Women Religious in the United States
(N = 68)
Demographics and Administrative Titles

%

Gender
Men

22.1

Women

77.9

Relationship to the sponsoring congregation
Member of a congregation

58.8

Not-member

41.2

Mission Officers’ Rank in Institutional Administration
Vice President/Associate Vice President

51.5

Assistant/ Special Assistant to the President

10.3

Chief Mission Officer

2.9

Director for Mission/ Executive Director

20.6

Dean/ Associate Dean

2.9

Chair, Co-chair, Endowed Chair

4.4

Office of Mission Integration/Mission Council

5.9

Promoter of Mission Integration

1.5

Note. Data based on institutional websites (June 2017)

Almost two-thirds of the mission officers (58.8%, N = 68) were members of the
sponsoring congregations. The high number of religious in the mission integration offices
confirms institutional ties to the founding body and reaffirms institutional identity rooted in the
charism of the sponsoring congregation. The rank of the mission office depends on the college
or university’s inner administrative structure. A review of the target institutions’ websites
showed that slightly over half of the mission officers (N= 68) held an administrative rank of vice
president (51.5%). About 20% of examined institutions have assigned a director or an executive
66

director of the mission office. My analysis of type and size of the institutions based on the
Carnegie Classification did not show any significant relationship between those factors and the
title or hierarchical position of the mission office.
Mission Officers’ Survey design and administration.
The objective of the survey was to collect information on the mission officers’ mission
integration practices developed in order to preserve institutional identity rooted in the charism of
the sponsoring congregation. A summary of questions, presented in Table 10, is accompanied by
a corresponding list of methods of analyses. The complete questionnaire is presented in
Appendix C (p. 207).
Table 10
Mission Officers Questionnaire and Methods of Analysis
Component

Items

Analyses

Elements/expressions of

1 (multiple choice)

Frequencies

institutional identity

2 (text entry)

Content analysis

3 (text entry)

Content analysis

Mission officers perceptions of the

4 (multiple choice)

Frequencies, mode

part-time faculty, their knowledge

5 (5-point Likert scale)*

Frequencies, mean

and learning about intuitional

6 (5-point Likert scale)*

Frequencies, mean

identity

7 (text entry)

Content analysis

Mission integration activities

8 (multiple choice)

Frequencies

addressing the part-time faculty

8ab (text entry)

Content analysis

9 – 10 (text entry)

Content analysis

11 (5-point Likert scale)*

Frequencies, mean

12 (multiple choice)

Frequencies

Mission officers’ ties with the
sponsoring congregation

* Cronbach's alpha will be used for all means a measure of reliability.
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Subsequent to approval by the Seton Hall IRB, in July 2017 a hard copy of the
questionnaire was mailed via USPS to the institutional address of the sixty-eight mission officers
whose names are published on the respective colleges and universities’ websites.12 The survey
was accompanied by a solicitation letter and a prepaid return envelope. Personalized salutations
were used to increase the response rate (Guo, Kopec, Cibere, Li, & Goldsmith, 2016). No
incentives were provided nor were reminders sent to non-respondents. Within a month, thirtytwo respondents completed and returned their questionnaires, yielding a response rate of 47.1%.
Mission officers’ responses to the open-ended, multiple-choice, or Likert-scale questions
were coded in an Excel file. The analyses comprised content analysis of the submitted responses
supported by descriptive statistics from the Likert-scale questions, cleaned list-wise. Frequency
distribution and mean as the central tendency measures, plus Cronbach’s alpha as a measure of
reliability, were employed. The Likert-scale questions yielded Cronbach’s Alpha > .80 and
> .70, which verifies the relatively high and acceptable, respectively, internal consistency
(reliability) of the collected data.
Part-time Faculty Perceptions of Institutional Identity Survey
The central component of the investigation was the Part-time Faculty Survey. The
objective of the survey was to examine the part-time faculty’s perceptions of the administration’s
efforts to maintain institutional mission/identity. The following section covers the process of
building the address bank, the administration of the survey, the participant characteristics based
on IPEDS information, the survey design, and the methods of data analyses based on the
conceptual model.

12

The mission officers’ contact information was collected based on institutional websites reviewed in May 2017.
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Building the address bank.
The administration of the Part-time Faculty Perceptions of Institutional Identity Survey
began with a search for the part-time faculty contact information. According to IPEDS (2016),
15,688 part-time faculty were employed at the focal institutions. In order to obtain their contact
information, 100 institutions’ websites were carefully scanned both manually and with the use of
the Chrome Email Extractor extension. Contact information was found in employee directories,
faculty listings, and departmental subpages. The websites were reviewed considering various
institutional policies for academic titles, such as adjuncts, lecturers, instructors, educators, or
part-time faculty. As a result, about 4,500 direct part-time faculty contacts were identified from
thirty-five institutional websites. In those cases where email information could not be obtained,
the USPS institutional address was used to contact potential respondents.
The search included the identification of departments that employ part-time faculty but
do not publish their contact information. In those cases, 448 department chairpersons’ email
addresses at 47 institutional websites were collected in order to request the chairpersons to
forward the solicitation letter to part-timers within their respective departments. With the IPEDS
data, the number of part-time faculty that could be potentially reached via chairpersons was
calculated as 7,880. With the chairpersons’ response rate of 12.9% (N = 448), the number of
part-time employees that could be reached that way was estimated to be 1,020 (12.9% of 7,880)
potential respondents at 47 institutions. Via the three methods of contacting part-time faculty
(direct email, an email distributed by the chairpersons, and USPS), about 5,540 (35.3%,
N = 15,688) potential respondents were contacted at 82 focal institutions. A summary of the
collected contacts is presented in Table 11.
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Table 11
Contact Information Summary.
Contact information found at institutional websites

Institutions

Contacts

Names and email addresses

30

3,953

Names and institutional USPS addresses

5

569

Chairpersons’ names and email addresses

47

448

Part-time faculty reached through the department chairs

47

~ 1020 (*)

Total

82

~ 5,540

Note. (*) Estimated based on 7,880 part-time faculty employed at institutions contacted via department chairs
(IPEDS 2016), and the chairpersons’ response rate of 12.9%.

Administration of the Part-time Faculty Survey.
Following Seton Hall IRB approval, the online survey was distributed directly via email
to the part-time faculty for whom email addresses were available. Next, an email to the
identified chairpersons was issued to request forwarding a link to the survey to the part-time
faculty employed at their departments. Finally, for individuals in the sample without email
addresses, solicitation letters with a QR code leading to the online survey were mailed via USPS.
The PTFS was administered in September 2017. The data were collected over eight weeks
following the first distribution. Only the email invitations method permitted sending reminders
to those who did not respond to the first email. A summary of the response rates to the part-time
faculty survey according to the methods of distribution is presented in Table 12.
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Table 12
Part-time Faculty Survey Response Rates Summary.
Participating
Distribution method

institutions

Direct email

Responses

Response rate

30

445

11.3%

5

42

7.4%

Via chairpersons

22

112

~ 11.0 %i

Total

57

599

~ 10.8%i

USPS

Note.

i

calculated based on the estimation of potential respondents, as assessed in Table 11.

In order to conduct the latter analysis, links administered to the respondents were tagged
to note which institution participated in the study. Information about participating institutions
was used to identify the institutional factors associated with faculty perceptions of institutional
identity. A large group of the focal institutions was represented in the survey by no more than
five responders (41.1%, N = 57). Distribution of the institutions, according to the number of
part-time faculty participating in the survey, is presented in Figure 6, below. The number of
participants roughly reflects the number of part-timers employed at the respective institutions.
30
24
20
Number of
institutions

17

10

6
3

4

3

2

16 - 20

21 - 25

26 - 30

more than
30

0
0-5

6 - 10

11 - 15

Number of part-time faculty participating in the Survey

Figure 6. Number of institutions participating in the Part-time Faculty Survey according to the
received responses.
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Participants – the part-time faculty.
In 2016, the focal institutions reported employing more than 15,000 part-time
instructional staff (IPEDS, 2016). According to the definition accepted for this study, part-time
faculty are those that provide instruction on an academic level, teach a limited number of courses
(usually 1 or 2), and are employed on temporary bases (see Terms and Definitions, p. 13). It is
worth recalling that definition because, as shown in the following paragraph, both the faculty and
the part-time status as reported to IPEDS by institutions may have varied.
Who has the Part-time Faculty Status?
Beginning with the 2012-13 data collection cycle, NCES introduced the category of
without faculty status among the non-tenure-track faculty (National Center for Education
Statistics [NCES], n.d., p. 6). Hence, there might be a group of part-time instructors at the focal
institutions that do not have faculty status. According to the IPEDS 2017-18 Survey Materials,
“there is generally some designation of whether or not an employee has faculty status” (National
Center for Education Statistics [NCES], 2017, Q: Who should I report as “Without faculty
status”?). However, as this study found, the understanding of who constitutes a faculty member
varies across the institutions (see the Building the Address Bank section, p. 69). As uncovered
when building the address bank for the Part-time Faculty Survey, some institutions count
adjuncts among the faculty members, but some do not.13 Similarly, according to the IPEDS

13

Personal communication with the departments’ chairpersons regarding the distribution of the survey links
revealed that discrepancy.
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definition of the part-time variable, part-time status is to be determined by the reporting
institution regardless of the terms of their contracts.14
Based on the above considerations, attempts to describe the potential survey respondents
based on the IPEDS data might be slightly misleading. Since IPEDs is a self-reporting database,
those who are part-time and have faculty status is reported by institutions according to their
internal interpretations of that status. Furthermore, none of that information could be found on
institutional websites when building the address bank; contact information of all the instructors
classified as non-full-time were included in the database.
Instructional, research, and public service part-time instructional staff as reported to
IPEDS by the focal institutions
In order to provide information about the potential survey respondents based on IPEDS
data collection, Instructional, Research, and Public Service Part-time instructional Staff was
used as the determinant variable regardless of their faculty/non-faculty status reported to IPEDS.
Table 13 presents the instructional, research, and public service part-time staff at the focal
institutions according to their area of occupation, faculty and tenure status, and employment
agreement. In light of the discussion presented above, the data presented in the table shows the
complex roles and contract agreements among the potential respondents.

14

“Part-time staff (employees), as determined by the institution. […] The employee's term of contract is not
considered in making the determination of full or part time” (National Center for Education Statistics [NCES], 2017,
Keyword: Part-time Staff)
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Table 13
Instructional, Research, and Public Service Part-time Staff at Colleges and Universities
Sponsored/Founded by Catholic Congregations of Women Religious in the United States
by Gender, Area of Occupation, Faculty and Tenure Status, and Employment Agreements
Variable

N

%

Gender (N = 15,134)
Men

5,809

38.4

Women

9,325

61.6

15,129

99.9

5

< 0.1

13,016

86.0

Primarily instruction, exclusively not-for-credit

162

1.1

Primarily instruction, combined credit/not-for-credit

458

3.0

1,493

9.9

10,730

70.9

4,404

29.1

10,641

99.2

Tenured

77

0.7

On Tenure Track

12

0.1

Area of Occupation (N = 15,134)
Instructional
Research and Public Service
Specification of the Instructional Area of Occupation (N = 15,129)
Primarily instruction, exclusively credit

Instruction/research/public service
Faculty Status (N = 15,134)
With faculty status
Without faculty status
Faculty Tenure Status (N = 10,730)
Not on Tenure Track/No Tenure system

Employment Agreement/Contract Length if No Tenure System (N = 10,641)
Multi-year employment agreements
Contract lengths of indefinite duration (continuing or

37

0.3

112

1.1

775

7.3

9,717

91.3

at-will)
Annual contract
Less-than-annual contract

Note. IPEDS (2016); Part-time employees (EAP2016 Instructional research and public service)
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Except for a few (<1%) part-time appointments offered in the area of research and public
service by two institutions, all part-time faculty are hired to provide instruction. Among those
instructors, 9.9% (N = 15,129) are to some extent involved in research and public service. While
86% of the part-time instructional staff teach credit-bearing courses (total N = 15,129), only
about 70% (N = 15,134) have faculty status as defined by reporting institutions. Due to
temporary or partial employment contracts, tenure is out of the question for a majority of parttimers (99.2%, total N = 10,730). Nevertheless, there was a small group of part-time
instructional staff (0.9%) who are tenured or on tenure track while employed on part-time
contracts. Among that not on tenure track, 91.3% of instructors teach on a semester-to-semester
or course-to-course bases.
Data collection instrument.
The Part-time Faculty Survey was designed to collect data related to the second and third
research question. Before presenting the survey, the conceptual model of the part-time faculty
perceptions of institutional identity developed for this study is introduced, along with the
associated variables. Next, the sources of the survey questions are presented. Finally, the
validity and reliability of the survey is discussed.
Conceptual Model.
The notion of perception can be approached from various perspectives, such as
psychology or philosophy. Those perspectives focus on receiving information and interpreting it
in light of personal attitudes or experience. Within marketing theory, Babin and Harris included
reacting into a model of the perception process (2015, p. 55). In their study, perception
comprises acquiring knowledge about and developing attitudes towards institutional identity as
well as a behavioral reaction, or implementation, component. In the conceptual model developed
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for this study, perception translates into elements/expressions of institutional identity, knowledge
and modes of learning about institutional identity, attitudes towards it, and implementation (the
reaction component). The first stage of developing the model, based on the notion of perception
described above and including the elements identified in Table 3 (p. 51), is presented in Figure 7.
The arrows represent interdependences that were determined based on the literature review.

Figure 7. Conceptual model based on the notion of perception.
The elements of the model shown above correspond with research questions 2a, 2b, 2c,
and 2d. Brand equity theory, employed for this study, enriches our construction of the
implementation component. Earliest interpretations of that component focused on implementing
institutional values into the taught courses (Jonas & Weimer, 1997). That idea is compemented
by the recent development of the EBBE model of brand equity. According to the EBBE model,
brand endorsement is a form of active implementation of employee knowledge about and
attitudes towards the brand through which the employee becomes an ambassador of his/her
institution (Morokane, 2014). Similarly, brand loyalty, expressed in the decision to continue
employment, is a form of implementation of knowledge about and attitudes towards the brand
(Berger-Remy & Michel, 2015). In the conceptual model developed for the present study, the
implementation component is presented in its three dimensions, namely: carrying out the
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institutional values into the taught courses (2d), brand endorsement/internal marketing (2e), and
brand loyalty (2f), as shown in Figure 8.

Figure 8. Conceptual Model based on the notion of perception and the EBBE theory.
Knowledge, attitudes, and brand-related behaviors (implementation the triad of the 2d,
2e, and 2f element) of part-time faculty might be highly influenced by numerous factors,
individual and organizational, not related directly to the notion of institutional identity. These
two blocks of individual and organizational factors complete the conceptual model of
institutional identity, the final version of which is presented in Figure 9.

Figure 9. Conceptual model based on the notion of perception and the EBBE theory with
control variables of individual and organizational factors.
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Variables.
The conceptual model allows for stating relationships among variables. In this section, I
describe the variables, beginning with the outcome variables (implementation in the taught
courses, brand endorsement/internal marketing, and faculty retention/brand loyalty). Knowledge
about and attitudes towards institutional identity have a twofold interpretation of dependent and
independent variables, which is symbolized with the position in the model (Figure 9); those two
elements bridge institutional identity and modes of learning about it to the implementation triad
(2d, 2e, and 2f). Independent variables are those representing institutional identity as well as
proposed modes of learning about it. Independent factors are complemented with the individual
and organizational factors listed above.
Implementation in the taught courses (2d) includes referring to institutional values,
selecting course materials considering the college/university’s founding tradition, choosing
lecture topics linked to the college/university values, highlighting the institutional founding
tradition in the syllabus, and talking with students about the college/university heritage. These
classroom-related forms of implementation, according to the EBBE model, are accompanied by
“out-of-classroom” behaviors supporting the institutional brand (2e, “brand endorsement”).
Those include sharing the college/university values, a positive mindset about the
college/university mission, speaking positively about the college/university of employment,
being able to discuss the college/university founding religious identity with others external to the
institution, and a willingness to recommend the college/university based on belief that adherence
to the founding congregation’s tradition improves the student’s college experience. Finally,
brand loyalty (2f) is measured with likelihood of continuing employment at the current
institution. For part-time faculty, however, likeliness to continue employment at the current
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institution must be accompanied by a number of control variables that refer to further
employment plans, like the likeliness of undertaking a full-time job if an opening presents itself
or leaving higher education for other job opportunities in public or private sector.
According to the model, the implementation block depends on knowledge about and
attitudes toward institutional identity (2a and 2c). Attitudes are measured with the indicated
importance of participating in events and activities related to or promoting institutional identity,
like projects linked to institutional origins, lectures devoted to understanding the works of the
founding congregation, orientation programs introducing the university’s mission and values,
service programs rooted in the founding tradition, or reading the Mission/Heritage published
materials. As shown in the literature review, however, part-time faculty attitudes toward their
workplaces might be highly influenced by its working conditions. Therefore, at the attitudinal
and behavioral levels, numerous control variables may play a significant role in predicting
whether and how the part-time faculty implement their knowledge about institutional identity.
Knowledge about institutional identity (2a) embraces awareness of the relationship between the
college/university and the founding congregation, information about the charism of the religious
order sponsoring the institution, familiarity with the employing college/university mission
statement and core values, as well as its symbols, like the college/university logo, motto, and
seal. Knowledge (2a) and attitudes (2c) are the foundation of the implementing components;
they are also the ultimate test of the effectiveness of efforts undertaken to introduce and preserve
institutional identity.
The silent assumption behind the model is that there is a unique institutional identity
whose elements/expressions can be acquired by the part-time faculty. Knowledge about and
attitudes toward institutional identity (2a and 2c) depend on elements/expressions of institutional
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identity and the distinguishable variable of means of learning about institutional identity (2b).
Elements and/or expressions of institutional identity include membership in a charism-related
association (see Appendix A, p. 198); an existing mission office, and presence of religious
tradition on campus represented by the president (based on IPEDS) or a mission officer (based
on the mission officer’s contacts collected for this study). The means of learning about
institutional identity (2b) included a job interview, orientation sessions, written mission
statements, internal communication (e.g., presidents’ speeches, emails from deans, a mission
integration office), mission/heritage published materials (such as brochures, posters), a website,
lectures on institutional values/heritage, as well as external communication, as noted in the
literature review (see Table 2, p. 38).
Finally, the individual and organizational factors were included in the model in two
blocks. These are age, gender, current marital status, relation to the sponsoring congregation,
years of employment, motivation, highest degree obtained, and the number and sector of other
jobs grouped in a block of individual factors. The organizational factors comprise the size of an
institution, its urban-centric locale, a specific department, number of credits taught, the existence
of a mission office, and the existence of an institutional saga. These variables correspond with
the second and third research question. The questionnaire precisely followed the abovedescribed variables, which, as shown above, are directly linked to the second and third research
questions. A complete list of variables and associated questionnaire questions is presented in
Table 14.
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Table 14
Research Questions, Corresponding Variables, and Survey Items
Subsidiary Research Questions

Variables

Survey
Items

2a. What do part-time faculty know about the

2a. Knowledge about

identity of their respective institutions?

institutional identity

2b. How do part-time faculty learn about the

2b. Modes of learning about

identity of their respective institutions?

institutional identity

2c. What are part-time faculty attitudes to the

2c. Attitudes towards

identity of their respective institutions?

institutional identity

2d. How, if at all, do part-time faculty

2d. Implementation in taught

implement institutional values?

courses

1 a-g
2 a-g
3 a-e
4 a-e

2e. Brand endorsement/internal 5 a-f
marketing
2f. Faculty retention/brand

20 a

loyalty
3. What factors are associated with how part-

Organizational factors

6 – 13

time faculty perceive institutional identity?

Individual factors

14 – 25

The questionnaire.
Questions in the data collection instrument were designed to obtain quantifiable
information that was processed in the analyses. Items used in the questionnaire were both
developed by the author and borrowed from various sources with permission (see Appendix E,
p. 218). Questions designed to measure part-time faculty attitudes to institutional identity were
adapted from the Ferrari and Velcoff Unique Institutional Religious Heritage Subscale (2006).
The questions were slightly modified to match the style of this questionnaire and the five-point
Likert scale. Selected questions from Gioia and Thomas’ (1996) Identity Strength Scale were
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used to measure part-time faculty perceptions of other college/university stakeholders’ sense of
institutional identity. The set of items that address the level of implementation of institutional
values in taught courses was inspired by the work of Jonas and Weimer (1997). The original
questions are not available (Jonas, personal communication, November 2016). Questions used to
examine the respondents’ preferences to endorse institutional brands were inspired by
Morokane’s questionnaire (2014), which was designed for salespersons of bank products.
A number of questions concerning individual factors were borrowed directly from the National
Survey of Postsecondary Faculty, administrated in 1993 (NCES, 1993). The replicated questions
were modified to meet this study’s objectives. Table 15 summarizes the designed questions and
their sources. The complete survey instrument is shown in Appendix D (p. 210).
Table 15
Part-time Faculty Survey Questions by Sources
Survey
Variable

Questions

Author/Source

2a. Knowledge about institutional identity

1 a-f

KG*

2b. Learning about institutional identity

2 a-g

KG

2c. Attitudes toward institutional identity

3 a-f

Ferrari & Velcoff (2006)**

2d. Implementation in the taught courses

4 a-e

KG; Jonas & Weimer (1997)***

2e. PT faculty brand endorsement

5 a-f

KG, Morokane (2014)***

2f. PT faculty retention (brand loyalty)

20 a

NSOPF93**

Organizational factors

6 a-d

Gioia & Thomas (1996)**

7 – 10

NSOPF93**

11 – 13

KG

15 – 24

NSOPF93**

14, 25

KG

Individual factors

Note. * KG = author; ** The cited questions were adapted to match the style of the questionnaire;
*** The questions were inspired by the cited works.
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Validity and reliability of the survey.
While “there is no statistical tests for validity” (Walonick, 2013), researchers have
developed methods that increase the accuracy of measurement. Bradburn, Sudman, and
Wansink (2004) recommend a pilot test in a group of users administered early enough to make
necessary corrections in the survey. Walonick (2013) appraised iterative testing of a survey with
single respondents not involved in the research project who can ask questions while filling out
the questionnaire. Both methods focus on how the question sounds to the respondents and
whether the respondents, with acceptable variance, understand the question in a similar way.
Groves et al. (2009) preferred a mathematical approach to measure the differences between
single responses and the true value. In this study, Cronbach’s alpha (Using reliability to analyze
survey items, 1989, 2012; Groves et al., 2009, p. 284) was used as a simple measure of reliability
for all items, with a calculated mean. In addition, caution was exercised with regard to possible
autocorrelations, which can occur (Swanson, 2004). Table 16 lists the methods used in this study
to assure validity.
Table 16
Part-time Faculty Survey Validation Methods
Validation
Content validity

Methods used to assure validity
Questions based on the literature review (see Table 1, p. 36; Table 2, p.
38; Table 3, p. 51).
Questions derived from sources with tested validity (see Table 15, p. 82)

Construct validity

Regressions based on the conceptual model yield significant results
(pattern matching, Trochim, 1989)

Concurrent validity

The results were compared with other studies on the part-time faculty
(NSOPF, 1994; CAW, 2012; see Table 17, p. 84)
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Both content and construct validity were consciously implemented when designing the
survey. The concurrent validity requires comparing the results with other studies is presented in
the following section. A comparison is presented in Table 17, followed by a brief discussion.
Table 17
Part-time Faculty Demographics by Sources

Variable

NSOPF, 2004i

CAW, 2012

Respondents

N = 530,000

N = 10,331

N = 543

Demographics
Female

48%

62%

63%

Average age

53ii

49

55

Holds a doctoral degree

27%

30%

32%

Humanities

15%

44%

20%

Natural sciences

17%

14%

10%

Social sciences

8%

14%

14%

Professional fields

49%

21%

57%

Other

11%

6%

10%

Clustered disciplines taught

Note. i SOURCE: U.S. Department of Education, National Center for Education Statistics, 1999 and 2004 National
Study of Postsecondary Faculty (NSOPF:99;04), Table 315.70; ii for private nonprofit.

The demographics of the responding part-time faculty roughly reflected the National
Survey of Postsecondary Faculty (NCES, 2004) and the Coalition of Academic Workforce
Report (2012), which validates their representativeness. The average age of the survey
respondents corresponded with the average age of part-time faculty employed at private
nonprofit institutions as reported by NCES. The Coalition on the Academic Workforce [CAW]
(2012) report found the average age for all types of institutions, which could be the reason for a
significant difference (> 10%). The percentage of women among the survey respondents
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matches the percentage of women found in the CAW report and the IPEDS data used for this
study (Table 13, p. 74). The considerable difference of 15% compared to the NSOPF survey can
be partially explained with the more than ten years of the time difference between them and an
increasing number of women completing graduate degrees. In addition, a majority of institutions
in the sample were originally open for women and, to date, have been promoting women’s
education. Some of the differences in the disciplines’ faculty distribution could be explained by
the various kinds of institutions included versus only four-year private nonprofit included in this
study. Moreover, the origins of the sample institutions, presented in Chapter 2, explain the larger
number of professional studies at the colleges and universities of employment of the respondents.
Creating a final data file for analysis.
Responses to the Part-Time Faculty Survey were collected in one SPSS database. With
the use of SPSS tools, responses that contained less than 10% of filled fields were deleted case
wise, which brought the number of raw cases down to N = 543.15 In order to obtain an adequate
sample size and allow for the testing of the statistical significance of the findings, as well as to
enable testing of a large number of variables, the responses to the Likert-scale questions were
completed with the multiple imputation algorithms in SPSS. The process was initiated with an
analysis of missing values. Responses to the Likert-scale questions did not pass the Little's
Missing Completely at Random (MCAR) Test (p < .001); therefore, the multiple imputation
method (MI) was used. The strength of multiple imputation is that the method is based on
analysis of multiple predictions instead of just imputing a mean value; the method holds
approximate variances and standard deviations that would not be retained when replacing the

15

The collected number of responses exceeds the minimum sample size for a population of 15,000+ and an assumed
confidence level of 0.05, calculated as 375.
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missing data with a simple mean (Garson, 2015). The SPSS analysis of missing values across
the ordinal variables showed a pattern of an increasing number of missing fields with a higher
number of questions. Since no strong pattern was detected, the missing values were assessed as
missed at random (MAR). Five imputations (the default SPSS) were generated.
The dependent variables, except for retention, were computed and added to the database
based on totals of the ordinal data clustered within survey blocks of the conceptual model
(Figure 9, p. 77). Retention was measured with the likelihood of continuing employment at the
institution, as reported by the part-time faculty. All variables were checked for collinearity; no
significant collinearity issues were detected. The complete list of variables of the conceptual
model, the variables’ inner components, and the sources of data collection, are presented in
Appendix F (p. 222). The database, the core of which is part-time faculty responses, was created
with institutional data available on IPEDS, such as size and settings, number and percent of parttime faculty employed, and a number of students (proxy for size). In addition, the results of job
posting and faculty handbooks analyses, association memberships of the institutions, creation of
a mission office, and presence of the religious tradition represented by the president or a mission
officer who is a member of sponsoring congregation was coded and added to the database.
The number of research sites institutions caused inevitable incompatibility. Data
obtained from the Part-time Faculty Survey, Mission Officers Survey, job posting analysis, and
faculty handbooks analysis were collected at different institutions, with only 21% (N = 100) of
institutions participating in three to four data collections. Table 18 presents the percentage of
institutions where at least two sources of data collection were included, along with the Part-time
Faculty Survey, and percentage of institutions from which data were obtained via three to four
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and one or two sources. No characteristic pattern was detected among the 11 institutions not
participating in the study.
Table 18
Percent of Institutions Participating in Data Collection Methods (N = 100)
Data Collections

%

Data obtained via Part-time Faculty Survey

57.0

Part-time Faculty Survey and Mission Officers Survey

21.0

Part-time Faculty Survey and job posting analysis

38.0

Part-time Faculty Survey and faculty handbooks analysis

13.0

Data obtained via multiple sources

Note.

89.0

3 or 4 sources

21.0

1 or 2 sources

68.0

Eleven focal institutions did not participate in any of the data collection process.

Research questions and corresponding analytic methods.
The part-time faculty responses were subject to quantitative analysis appropriate to the
research questions. Analyses related to the second research question included descriptive
statistics (frequencies and means as measures of central tendency) and ANOVAs to compare the
means of responses given by subgroups of respondents. Subgroups of respondents were defined
based on their years of employment and on the number of other jobs. Using years of
employment as a group-defining factor was based on the assumption that length of employment
would affect perceptions and implementations of institutional identity. Similarly, using sectors
of other employment was based on the assumption that perceptions of institutional identity differ
depending on part-time faculty participation in or engagement with one or more workplace
cultures. Part-time faculty knowledge about institutional identity and the means of learning
about it can be analyzed based on two data sources since the same question was included in the
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Mission Officers Survey and the Part-time Faculty Survey. Instead of choosing one data source
above another to study the variables, the data were used to identify commonalities and
discrepancies across different groups of respondents.
Analyses related to the third research question, selected to identify significant factors
associated with the outcome variables, used regressions yielded by the conceptual model (p. 77).
The conceptual model implies two phases of regression analyses. Phase 1 consists of a linear
regression for the outcome variables of knowledge about institutional identity (2a), constructed
as shown in Figure 10, and attitudes towards institutional identity (2c), as shown in Figure 11.
Bold boxes represent the dependent variables in each of the regressions. Arrows link dependent
variables with their respective input variables.

Figure 10. The first phase of analyses – knowledge about institutional identity (2a) based on the
conceptual model.

Since variable 2a is an outcome variable in the first regression (Figure 10), values of the
variable’s components (responses to questions 1 a-f, see Table 14, p. 81) were added in order to
obtain the continuous measure. Elements/expressions of institutional identity (1) and modes of
learning about institutional identity (2b) were entered as sets of individual measures, continuous
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or dichotomous (decoded nominal responses). Similarly, measures of individual and
organizational factors, as listed on page 80, were entered into the analysis as either continuous or
dichotomous (decoded nominal responses).

Figure 11. The first phase of analyses – attitudes towards institutional identity (2c) based on the
conceptual model

In order to avoid potential bias caused by not including any of the important variables, all
of the independent measures required by the regressions were used. The best fit was recognized
based on the stepwise method of data entry. Components of the independent variables were
clustered as indicated in the model (Figure 9, p. 77) and entered in blocks of
elements/expressions of institutional identity, modes of learning, and other individual and
organizational factors. That method of entering variables was chosen over entering them all at
once in order to identify significant factors in each of the blocks for the purpose of enhancing the
derived conclusion addressed to various groups of stakeholders (i.e., administration, mission
officers, deans/department chairs).
The second phase of analysis, presented in Figure 12, was a regression analysis of
implementation in taught courses (2d), brand endorsement/internal marketing (2e), and faculty
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retention/brand loyalty (2f). Since the input variables were the same for the constructs of all
three outcome variables, multiple regression was conducted. Variables 2d and 2e were
represented with sums of measures of the corresponding components (responses to questions 4 ae and 5 a-f, respectively; see Table 14, p. 81).

Figure 12. The second phase of analyses – implementation in taught courses (2d), brand
endorsement/internal marketing (2e), and faculty retention/brand loyalty (2f) based on the
conceptual model.

Variable 2f was measured with responses to question 20a: “How likely is it that you will
seek and/or accept a part-time job at this institution?” (Appendix D, p. 210). The variable did
not include numerous other factors that can be associated with the part-time faculty decision to
continue employment. Since the variable was not fully developed, and in fact, that development
might not be possible for part-time employment, an additional analysis was conducted.16 That
analysis included other employment options indicated by the respondents, like seeking part-time
or full-time positions in other higher education institutions or outside of higher education, or

16

Several trials were conducted to improve measures of the variable, like including other employment options,
motivation for teaching part-time, and motivation for teaching at a given institution. None of these trials led to
statistically significant results.
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retiring from the labor force. Including those variables slightly improved the model (from F =
7.526 and R2 = .012 to F = 13.884 and R2 = .262). While still not satisfactory, the improved F
and R2 variables indicate the importance of including factors other than institutional identity
when modeling part-time faculty retention.
Both variables 2a and 2c were input variables in these regressions; hence, their
components were entered as separate values (not sums). Similarly, measures of individual and
organizational factors, as listed on page 80, were entered into the analysis as either continuous or
dichotomous (decoded nominal responses). Using a set of individual measures instead of a sum
of all constituents allowed for interpreting the influence of each of the components on the output.
The independent variables were entered in blocks.
Table 19 summarizes the research questions and corresponding analytic methods.
Table 19
Research Questions and Corresponding Analytic Methods
Research Questions

Analytic Methods

2 RQ. What are part-time faculty perceptions of institutional identity?
2a. What do part-time faculty members know about

Means

the identity of their respective institutions?

ANOVA (subgroups of responses)

2b. How do part-time faculty members learn about

ANOVA (two data sources)

the identity of their respective institutions?
2c. What are part-time faculty members’ attitudes to

Means

the identity of their respective institutions?

ANOVA (subgroups of responses)

2d. How, if at all, do part-time faculty members
implement the institutional values in their teaching
or work with students?
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3 RQ. What factors are associated with how part-time faculty members
perceive institutional identity?
3a. What factors are associated with part-time

Linear regression

faculty knowledge about institutional identity (2a)?
3b. What factors are associated with part-time
faculty attitudes towards institutional identity (2c)?
3c. What factors are associated with how part-time

Multiple regression

faculty implement institutional identity in taught
courses (2d), brand endorsement (2e), and brand
loyalty (2f)

Limitations
The following section delineates the limitations of the study, beginning with the
difficulties in obtaining the part-time faculty contact information and, before that, defining parttime faculty. Next, the limitations tied to the conceptual model and methods of analysis are
identified. Finally, defining the research site is listed as a limitation, given of the lack of
sufficient definition of the relationship between colleges/universities and their sponsoring
congregations. Targeting the part-time faculty population causes unavoidable limitations in this
type of research. As discussed in Who has the Part-time Faculty Status? section (p. 72), both
part-time status and the faculty status is defined by each particular institution. Conducting
researching at a hundred institutions entails unavoidable confusion since their understandings of
these terms varies. Due to the contingent nature of part-time appointments, institutions
frequently do not list part-timers among their faculty; also, not all of the target institutions
reported the part-time employees in the IPEDS report. An exploration of their websites showed
that only some departments of the target institutions listed part-time faculty email addresses in
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their catalogs. The response rate was low (estimated at 10.8%, see Table 12, p. 71) also due to
the multiple commitments of part-time faculty. Furthermore, there was a possibility that those
part-time faculty whose emails were identified in the preliminary search would discontinue their
contracts in the following semester and simply not use their institutional emails.
Another source of limitations was linked to the conceptual model used in this study, in
particular to its elements or expressions of institutional identity. Researchers who study the
charism transmission and mission integration process have focused on one of the elements of
institutional identity. In the absence of a comprehensive model of institutional identity, the
questionnaire for this study lists the charism elements/expressions as found in separate research
papers, neglecting the possible relationships between these elements and expressions. The
conceptual model (Figure 8, p. 77) included elements of brand loyalty or part-time faculty
retention. Part-time employment, however, by its very nature, is temporary, complementary, or
transitory; therefore, the part-time faculty retention includes numerous factors other than
institutional identity that were neglected in this study. While weak modeling of the part-time
faculty brand loyalty/retention is counted among limitations of this study, it opens opportunities
for further research to improve the model.
Finally, a significant limitation resulted from the choice of the research site. Institutions
sponsored by congregations of women religious vary regarding their histories of origin,
institutional settings, and the age/stage of the institution’s development. While some of the focal
institutions made efforts to maintain their identities rooted in charism of the founding
congregations, others lean toward identifying with a more secular focus. The process of college
and university growth and evolution observed during the data collection was similar, or
complementary, to that of institutional drift. Since no study has been conducted on the evolution
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of institutions in terms of identity rooted in the charism of sponsoring congregations, no variable
was associated with commitment to institutional tradition in this study.
The assumption behind this study is that a clear, distinguishable institutional identity has
the potential of increasing the marketing value of the institution. Indeed, not all of the
institutions in the sample exemplified a desire to maintain their identities associated with the
congregation or with the Catholic Church. There were colleges and universities included in the
study based on the research method, but, as observed during this study, the founding tradition
seems to be diminishing at those institutions.17 Their administrators could find that stressing the
liberal arts tradition or focusing on women’s studies are more sought-after assets in marketing
their institutions, rather than their religious traditions. On the other hand, there are colleges and
universities that do not have an official connection with the founding congregation, but whose
administrators’ efforts to maintain these respective founding traditions are evident in the
institutional website, presidents’ speeches, or published articles. Those institutions were not
included in this study because of the selected method used to define the sample.
Colleges and universities were chosen based on data published by IPEDS, ACCU, and
specific associations corresponding to the founding tradition (see Appendix A, p. 198).
Relationships between the site institutions and the founding congregations vary; there are
institutions that were founded by a congregation but discontinued that relationship and others
that maintained their connections with the founders. Among the latter, some institutions hold a
sponsorship agreement. However, there is no uniform definition of sponsorship (Stryzewski,

17

In this study, no individual institution is indicated. The exact data is known to the researcher.
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2016) and, consequently, no classification of the focal institutions in terms of their relationships
to their founders/sponsors.
As found during the study, the sponsoring relationships between colleges and universities
and their respective sponsoring congregations vary: There are statements, contracts, covenants,
bylaws, and detailed sponsorship agreements. Not all of the sample institutions had such
documents, however. In a few cases, the mission officers reported that even though the
institutions had a statement of sponsorship, it was not publicly available or could not be used for
this study.18 The findings are in agreement with a recently undertaken study to determine
existing sponsorship policies and practices (Association of Catholic Colleges and Universities
[ACCU], 2018). Since, in this study, the lack of classification of institutions according to their
relationships with sponsoring congregations is listed among the limitations entailed by the
selected method, a further study on that topic would be desirable.
Summary
This chapter began with a detailed description of the research site based on the most
recent IPEDS data collection. Then, the planned data collection procedures along with the
appropriate methods of analyses were introduced. The chapter began with a review of the related
documents and a survey administered to the mission officers. Next, the survey administered to
the part-time faculty employed at colleges and universities sponsored by Catholic congregations
of women religious was described. The potential participants for both surveys were introduced
as drawn from publicly available data related to both groups. The processes behind gathering

18

The confidentiality statement prevents sharing information that is more precise. The exact numbers are known to
the researcher.
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contact information and the administration of both surveys were also reported. Finally, the data
collection instruments were presented, along with the employed methods of analysis.
Within the section dedicated to the part-time faculty survey, the development of a
conceptual model of perceptions, based on the notion of perception and the EBBE theory used
for this study, was presented. The variables in the model, as derived directly from the subsidiary
research questions and the EBBE theory, were introduced. Descriptive statistics and ANOVA
were presented as methods of analysis corresponding with the second research question and
regressions, as corresponding with the third question. Finally, the regression analyses used were
described based on the conceptual model developed for this study. The following chapter
presents the findings, based on these research methods, as aligned with the research questions.
The following chapter presents the findings according to the described above research methods
aligned with the research questions.
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Chapter 4
Findings
The ultimate aim of this study was to examine how religiously affiliated institutions of
higher learning sponsored by the Catholic congregations of women religious in the United States
maintain their unique missions/identities as they are transitioning to a largely part-time faculty.
Shaped by the research questions, the investigation focused on the intersection between
institutional efforts to maintain colleges/universities’ identities and their part-time faculty’s
perceptions, and enactment, of those identities. As described in Chapter 3, the data were
gathered in three phases: a review of related documents, a survey administered to the mission
officers, and a survey administered to the part-time faculty employed at the colleges and
universities studied. In this chapter, the findings are organized according to the research
questions.
Institutional Efforts to Maintain Identity (1 RQ)
The following section comprises findings related to the first research question, which
asked how the small religiously affiliated higher education institutions in the United States seek
to balance the imperative of maintaining their distinct identities/missions with the reality of their
transition to contingent staffing. These findings were gathered in two parallel data collection
processes––an examination of the documents and an analysis of the mission officers’ survey and
are presented in that order below. In the summary section (p. 113), the findings are presented
according to the research questions; first, policies and practices developed to maintain
institutional identity (1a subsidiary research question) and, next, policies and practices that
specifically address part-time faculty (1b subsidiary research question).
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Document Analysis
The following section presents the results of the analyses of selected documents. First,
the elements of mission integration programs addressed to the faculty in general and in particular
for the part-time instructors, based on the Mission Officer Handbook (Galligan-Stierle, 2014,
2015), are presented. That presentation is followed by an examination of what institutional
identity-related content is included in the texts addressed directly to the part-time faculty,
accompanied by citations of meaningful and relevant passages of text (Bowen, 2006).
Mission integration documents referring to the faculty and part-time faculty.
Published by ACCU, the mission officer handbook was a response to the “mission
officers’ plea to provide resources for their task” (Galligan-Stierle, 2014, Preface). Both
published volumes of the handbook include peer-reviewed essays by practitioners who minister
at Catholic colleges and universities and shared their field experience. While the ACCU
publications offer generic guidelines, highlighting the Catholic identity of the institutions to
which the documents are addressed, specific methods and practices are utilized by mission
officers to uphold institutional identities rooted in the charisms of their founding religious
congregations. The following review identifies practices and policies regarding faculty in these
guidelines, underlining those practices and policies explicitly referring to part-time faculty.
The first volume, “Advancing Catholic Identity and University Mission” (GalliganStierle, 2014), lists more than seventy-five mission integration “best practices” in use at
numerous Catholic colleges and universities. A content analysis of them, performed through a
keyword search, showed that the term faculty is mentioned 195 times in all of the essays
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contained in that handbook19. A closer examination showed that, most frequently (48.7%, N
= 195), the faculty members are listed as recipients of the mission integration program among
other campus constituencies in the listings, like “students, faculty, administration, staff, board
members, alumni, and benefactors” (Galligan-Stierle, 2014, loc. 272). The Handbook recognizes
the role of faculty in pursuing research related to the founding tradition/values (4.6%, N = 195),
incorporating mission/identity related content into courses they teach (3.6%, N = 195), directing
the mission driven academic activities (2.6%, N = 195), and organizing and/or participating in
service projects (1.5%, N = 195). According to the document, faculty at the religiously affiliated
colleges and universities also cultivate culture of dialog and unity on campus (4.6%, N = 195),
participate in mission office efforts (3.6%, N = 195), and represent their institutions (1.5%, N =
195). Summarizing, the faculty are recognized as representatives of institutional mission/identity
in 26.7% (N = 195) of the search results. The Handbook does not address part-time faculty.
Teaching is the main activity of the part-time faculty. According to the Catholic Identity
Brochures, teaching creates both a critical and a privileged space for implementing institutional
mission/identity (ACCU & The Reid Group, 2016, Faculty). In practice, however, implementing
mission/identity in the taught courses includes numerous challenges. One of these, which Heft
(2015) identified, is that “Many academics assume that the mission belongs only to campus
ministry and the theology department. . . . Few recognize this mission as a privileged intellectual
resource that should shape distinctive curricula and research” (loc. 527). None of the reviewed
documents provided explicit guidance for implementing institutional values in the taught courses
within the rigorous standards of academic disciplines.

19

Excluding Table of Contents, Preface and Introduction, Sidebars, and Prayers
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Institutional identity content in formal organizational documents.
The following section presents an analysis of the hiring policies, job postings, and faculty
handbooks used at the focal institutions. These living documents indicate the corporate efforts
undertaken to maintain institutional identity by all of the college/university offices, efforts that
cross the boundaries of a mission integration office.
Hiring for mission policy.
As shown in the previous section, phrases like “hiring for mission” are etched in the
mission integration terminology. At the very beginning of the hiring process, institutions’
representatives want to determine the candidate’s personal fit for the mission and values of the
institution. One of the questionnaires developed for hiring purposes asks,
We take our Mission seriously. It is more than a statement on paper or a display on the
wall. It is a lived reality, a commitment to our heritage, our values, our students and each
other. If hired, what, in the capacity of your position, will you do to advance the Mission
of the University?
An operational definition of the notion of institutional fit was found in one of the
reviewed Faculty Handbooks. The document explains, “Institutional fit relates to the way in
which an individual embodies the Mission, the cultural values, the educational philosophy, and
the sense of social justice of the University.” While numerous policy handbooks highlight the
perpetuating of institutional mission/identity as the main argument for hiring for mission policy,
one concentrates on the faculty candidate and his/her personal discernment. That policy book
explains personal fit as an ability to reach satisfaction through work at the specific institution:
“Those who apply for employment … honor us. … This process is meant to assist the applicants
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in discerning whether employment at the University would be a good fit for them, whether they
could be happy here.”
Hiring for mission is viewed by some as a controversial policy (Archeblad, 2006).
According to federal regulations, private universities are prohibited from employment
discrimination by Title VII of the Civil Rights Act of 1964 (Dayton, 2015, p. 397; U.S. Equal
Employment Opportunity Commission [EEOC], n.d.). Hiring for mission, rather than an act of
discrimination, is a policy intended to assure that the institution will remain faithful to its
mission/identity and, hence, remain distinct on the educational market. The colleges articulate
that policy in a quest for “candidates who can affirm and contribute to [their] mission.” The
presented above hiring for mission policy considers full-time faculty appointments. Part-time
instructors are not mentioned in the reviewed documents; based on other sources, the hiring
process might be limited to a phone-call right before the semeters begins (see p. 25).
Job posting analysis.
The first information about a prospective institution is to be found in the job postings.
Based on that initial information, faculty members can determine their fit with institutional
identity and a desire, or a lack of one, to advance the college/university mission. As a part of this
investigation, part-time/adjunct job postings at sixty institutional websites of the focal
institutions were analyzed (see p. 63). The analysis was focused on content related to the
founding tradition, including the name of the sponsoring congregation, values based on the
founding tradition, the relation to the Church and congregation, and the liberal arts and women’s
education tradition. The findings are presented in Table 20, below.
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Table 20
Distribution of Identity Elements in Part-time/Adjunct Job Postings (N = 60)
Elements of Institutional Identity

N

%

Catholic

30

50.0

Name of the congregation

21

35.0

Values based on the founding tradition

16

26.7

4

6.7

14

23.3

4

6.7

Four or five elements in one job post

10

16.6

Two or three elements

17

28.3

One element

11

18.3

None

22

36.7

Elements expressing the founding tradition

… values with more detailed description
Tradition within the Catholic Church

i

Women’s education
Count of elements of institutional identity in one job post

Note. i Traditions such as: Benedictine, Franciscan, etc., see Appendix A, p. 198
Equal opportunity statement was included in 39 (65%) job listings.

The most common information provided in the job listing is about the connection with
Catholic Church; half of the inspected postings (50%, N = 60) indicated the Catholic identity of
an institution. Among the sixty job listings identified and analyzed in this study, 21 (35%,
N = 60) named the founding/sponsoring congregation; the tradition of founding community was
mentioned fourteen times (23.3%, N = 60). Core values corresponding to institutional identity
were listed sixteen times (26.7%, N = 60); within that group, the values were accompanied by
wider description at only four (6.7%, N = 60) of the examined institutional websites. Four of the
job postings (6.7%) referred to the women’s education. Concerning the U.S. Equal Employment
Opportunity Commission [EEOC] directives, nearly two-thirds of the examined job listings
highlighted an equal opportunity policy (65%, N = 60).
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The job postings vary in their number of indicators of institutional identity. About twothirds of the job listings (63.3%, N = 60) presented at least one dimension of institutional
identity. Ten institutions (16.6%, N = 60) included four to five elements defining institutional
identity in one post, while 28.3% (N = 60) provided three to four indicators of respective
institutional identities per one job post.
Faculty handbooks analysis.
The handbooks reflect institutional policies concerning the faculty. Similar to the job
postings analyzed above, the handbooks’ contents were searched for elements or expressions that
signaled the identity of an institution. The results are presented in Table 21.
Table 21
Distribution of Identity Elements in Faculty Handbooks Analysis (N = 26)
Elements of Institutional Identity

N

%

Elements expressing the founding tradition in faculty handbooks
Mission statement

20

76.9

Name of the founding/sponsoring congregation

19

73.1

Values based on the founding tradition

18

69.2

Brief history of an institution linked to the congregation

16

61.5

Vision of an education linked to the founding tradition

13

50.0

Sponsorship/founding relationship statement

11

42.3

6

23.1

9

34.6

10

38.5

One – two elements

3

11.5

None

4

15.4

Logo/seal explained in light of the founding tradition
Count of elements of institutional identity in one document
Five – six elements in one document
Three – four elements
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A mission statement is the most frequently used text that indicated institutional identity in
the faculty handbooks (76.9%, N = 26), followed by the name of sponsoring/founding
congregation (73.1%, N = 26), and the core values (69.2%, N = 26). The least used indicators in
the faculty handbooks are the sponsorship statements (42.3%, N = 26) and the logo/seal
descriptions and explanations (23.1%, N = 26). The vast majority of the studied documents
(84.5% N = 26) included at least one element of institutional identity. One-third (34.6%,
N = 26) include up to five or six elements of institutional identity.
Summary of document analysis.
The document analysis section presented documents related to the mission integration
process at the focal institutions. The purpose of document analysis was to identify policies and
practices developed at the focal colleges and universities in order to preserve their institutional
identities; in particular, the investigation was focused on policies and practices that addressed
part-time faculty. Two groups of documents were analyzed: the mission integration documents
and the human resource documents addressed to the faculty members. The value of the selected
approach is in selecting and reviewing documents that belong to both sides of the mission
integration process. The investigation included the Mission Officer Handbook to identify
integration program elements addressed to the faculty and part-time faculty. Next, the presence
of institutional identity content in formal organizational documents was scrutinized. The
operational documents, such as faculty handbooks and job postings, revealed the extent to which
efforts at maintaining institutional identity extend beyond the mission offices.
Among policies that concern the faculty, hiring for mission seems to be the most popular
yet the most debatable. While hiring for mission was stressed in the mission integration
documents, the presentation of institutional identity in the job listings posted by most of the focal
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institutions appears to be partial and insufficient. Based on the job postings only, the prospective
part-time instructors do not know what it means to teach at institutions sponsored by religious
congregations; consequently, their decision to seek or accept employment may not include
consent to support the institution’s mission/identity. The analysis of the faculty handbooks
shows that most of those documents sketch basic information about institutional identity. The
information, though, is narrowed down to a traditional interpretation of mission/identity rooted in
the charism of the sponsoring congregation, which might not appeal to the academic community.
An area for improvement is present in developing practical guides for implementing the
institutional core values into the taught courses.
Mission Officers Survey Results
The Mission Officers Survey provides data related to the first research question,
regarding what policies and practices were developed by the focal colleges and universities in
order to maintain their institutional identities. The elements/expressions of institutional identity
were listed based on the literature review (Table 1, p. 36). Table 22 presents these
elements/expressions of institutional identity as rated by mission officers.
Table 22
Elements/expressions of Institutional Identity as Rated by the Mission Officers (N = 32)
Elements/expressions of Institutional Identity

N

%

Mission statement

31

96.9

Relationship to the congregation

29

90.6

Symbols visible on campus (statues, posters,

28

87.5

26

81.3

commemorations that express institutional identity)
Institutional core values
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Strategic plan

22

68.8

Curriculum balancing faith and reason

16

50.0

Teaching and research agenda

10

31.3

Among the listed elements of institutional identity, mission officers most value a clear
mission statement (96.9%, N = 32), a relationship to the founding/sponsoring congregation
(90.6%, N = 32), and symbols visible on campus (87.5%, N = 32). It is notable that a curriculum
balancing faith and reason plus faculty teaching and research agenda, which are two specific
activities of the faculty members, were rated as least important by the respondents (50.0% and
31.3%, respectively; N = 32). Mission officers were asked to rate, on a five-point Likert scale,
the extent of part-time faculty knowledge about institutional identity and most effective modes of
part-time faculty for addressing it. These responses are presented in Table 23.
Table 23
Mission Officers’ Perceptions of the Part-time Faculty Knowledge and Modes of Learning about
Institutional Identity (N = 32)
Variable

Mean

Part-time faculty knowledge about elements/expression of institutional identity according to
mission officers 1)
College/university mission statement

3.8

College/university core values

3.8

College/university logo

3.6

Relation of college/university to the sponsoring congregation

3.1

College/university seal

3.1

College/university motto

2.8

Charism of the sponsoring congregation sponsoring the institution

2.7
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Most effective modes of faculty learning about institutional identity according to mission
officers2)
Written mission statement

3.8

Internal communication (e.g. president’s speeches, emails from deans

3.5

or mission office)
Mission/heritage published materials

3.4

Orientation session

3.4

Job interview

3.3

Lectures on institutional identity

2.5

External communication (e.g. local TV, newspaper, billboards,

2.5

posters, word of mouth)
Note. Questions Corresponding to the Mission Officers Survey; 1) Cronbach’s Alpha .84, 2) Cronbach’s Alpha .78

According to the mission officers, mission statement is the best-known element of
institutional identity and, at the same time, the most effective tool of teaching about institutional
identity (mean = 3.8). The respondents also presented the view that the part-time faculty, for the
most part, were familiar with the institutional core values (mean = 3.8) and college/university
logo (mean = 3.6).
The survey responses suggested that the internal communication and mission/heritage
published materials were among the most highly rated tools for teaching about institutional
identity (mean = 3.5 and 3.4, respectively). According to the mission officers, the least effective
tool for learning about institutional identity is external communication, which includes external
presence in local TV, newspapers, institutional symbols/taglines on billboards, posters
announcing events sponsored by a university, and word of mouth. Despite the very last place
given to word of mouth, in the extended answers, two respondents (6.3%, N = 32) pointed out
that the university’s name and mission statement was “widely known in the region” as a first
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source of the employees’ education about institutional mission. In light of EBBE theory, which
is fundamental to this study, the power of “word of mouth” and institutional image in the local
community are significant components of a brand. The Mission Officers Survey suggests that
that this aspect of branding is underappreciated.
Orientation for new hires.
In an open question, the mission officers were asked about their participation in the
orientation session for the part-time faculty when first hired. The following paragraphs report
their responses. The process of part-time faculty mission integration begins with the orientation
of new hires, usually held at the beginning of every fall semester. Almost 60% of the mission
officers (N = 19 /32) reported participation in the orientation sessions for the part-time faculty
when first hired. Two mission offices (6.3%, N = 2/32) arrange meetings with individual faculty
members taking into account the adjuncts’ busy schedule. Others (9.4%, N = 3/32) reported that
adjunct faculty orientation was organized sporadically and that the mission office services were
seldom utilized. If the mission office does not provide orientation for part-time faculty (at least
40% cases, N = 13/32), the provosts, deans of respective schools where the part-time faculty are
hired, department heads, chairs, or supervisors are charged with the introduction of institutional
mission/identity. Two mission officers (6.3%, N = 2/32) reported that the orientation session at
the beginning of a new semester can be enriched with a para-liturgical prayerful ceremony for
the new hires. At one institution, mission orientation for new faculty includes a tour of the
convent.
Sets of printed and online materials, which in a concise form cover the critical elements
of institutional mission/identity, ease the delivery of the orientation in a mission and allow those
not present to learn about their institutions (21.9%, N = 32). There is no one prototype for those
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materials; however, according to the survey responses, the materials include the full name of an
institution (12.5%), its core values and beliefs (12.5%), and symbols and a tag-line (6.3%, N =
32). Single responses (3.1%, N = 32) pointed out that those materials provide a brief history of
the beginnings of the sponsoring congregation in order to “bring out the spirit of the foundress
and her sisters,” offer “a brief introduction to a mission and spirit,” and explain the “relation of
mission to strategic plan and the relation of the college to sponsoring congregation.” Three of
the respondents (9.4%, N = 32) highlighted the fact that the materials are also posted online for
those who cannot attend orientation sessions.
Attending orientation sessions is recommended, but not obligatory. To encourage
participation, three mission officers (9.4%, N = 32) invite new part-time employees for a lunch
or a tea with the president. None of the respondents indicated the keeping of any orientation
session attendance records. Two mission officers (6.3%, N = 32) reported a challenge with
improving coordination or cooperation between various offices when preparing the orientation
events.
Ongoing mission integration opportunities.
Five of the respondents (15.6%, N = 32) reported that programs sponsored by the mission
offices or heritage institutes are addressed to the entire campus community, including the parttimers. Institutions invite adjuncts to the full-time faculty formation sessions.20 As expressed by
one mission officer, “all are invited; while the program is required for full time faculty, the part-

20

Formation is a term frequently used by mission officers who are members of their congregations. The word is
taken from religious vocabulary. It refers to an ongoing process of growth and personal, professional, and religious
development of a person who aspires to live the charism of her community (Congregation for Institutes of
Consecrated Life and Societies of Apostolic Life, 1990). Members of religious congregations promote an ongoing
formation and, therefore, practice various forms of it. Mission officers who are members of the sponsoring
communities naturally transfer those practices to their institutions.
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time employees are ‘highly encouraged’ to attend.” One respondent (3.1%, N = 32) complains
that regardless of the open invitation sent via emails and placed on the campus-wide calendars,
websites, and posters, the part-timers rarely attend the campus-wide mission related events. Two
survey respondents (6.3%, N = 32) frankly admitted that their institutions “had not provided
integration opportunities to adjunct faculty” or “have not reached out to them in recent years.”
The time constraints and many office duties faced by mission officers make reaching out to the
part-timers challenging, as reported by two other respondents (6.3%, N = 32). One of the
respondents (3.1%, N = 32) stated, “I am a one-person office, so there is a limited time for this,
though I would like to reach out to the part-time faculty.”
Mission officers’ perceptions about the part-time faculty.
According to the respondents to the Mission Officers Survey, very little is done to
addresses the mission integration of the part-time faculty explicitly. Moreover, the survey
reaffirms that part-time faculty are indeed an invisible majority on the target campuses. Mission
officers were asked to estimate the headcount of part-time instructors who are employed in their
institutions by checking an appropriate interval in increments of fifty. Estimations by the
respondents versus the headcount reported to IPEDS by respective institutions are presented in
Table 24.
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Table 24
Mission Officers’ Perceptions of the Part-time Faculty Headcount vs. the Number Reported to
IPEDS (2015) by the Respective Institutions (N = 27)
Mission officers’ perceptions
of the part-time faculty headcount

Part-time faculty headcount
as reported to IPEDS

Underestimated

1 – 50

Accurate

Overestimated

2

51 – 100

3

101 – 150

7

3

151 – 200

4

2

1

more than 200

3

1

1

Total

17

8

2

The data are denoted in increments of fifty. Using intervals instead of precise numbers provided
by IPEDS was designed to guarantee confidentiality and to blur institutional identity. Besides
two overestimated headcounts, almost two-thirds of the respondents underestimated the
headcount of the part-time faculty (63.6%, N = 27). Although that finding was not directly
linked to the research questions, it shows a lack of attention to, or even knowledge about, parttime faculty employed across the target campuses. Consequently, due to the evidenced
invisibility of part-timers, the needs of that majority of the teaching force might not be
sufficiently addressed in the institutional mission integration programs. That finding is
supported by the comments of individual respondents, represented in one of the mission officer’s
frank confirmations, that “the survey prompts me to look into this [addressing the part-time
faculty].”
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Summary of Mission Officers Survey findings.
The purpose of the Mission Officers Survey analysis was to identify practices developed
at the focal institutions to preserve their identities; in particular, the investigation was focused on
practices that address part-time faculty. The mission officers were asked via survey to share
their field experience and to simply rate the practices that work best for their institutions. The
survey asked specifically about orientation when first hired and ongoing development
opportunities. Orientation when first hired provides an opportunity for the mission officers to
introduce institutional identity to the part-time faculty. The Mission Officers Survey
respondents, however, identified challenges in organizing such an orientation that included lack
of internal communication for organizing the orientation, lack of time at the mission officers’
site, or lack of interest at the site among part-time faculty. According to the respondents, some
of the focal institutions did not organize an orientation session. Lastly, the survey results
confirmed that the part-time instructors may truly be an invisible majority of the instructional
workforce; more than 50% of the mission officers underestimated their presence on campuses.
According to the Mission Officers Survey results, the materials used during orientation
sessions are designed to share the charism of the founding/sponsoring congregation. They
informed them about the origins of the founding community and values, including a tour of a
convent. A person who learns about the founding community is not expected to know the facts
about the community, but to “catch the spirit” (response to an open question, Mission Officers
Survey). Faculty members who interiorize these values (or “catch the spirit”) are expected to
implement the learned values into the taught courses. That approach is closer to the formation
model of mission integration, based on interiorizing values, than to an informational session.
Interiorization, however, is a deep process that cannot be completed within the timeframe of an
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orientation session. Yet, the documents do not provide any manual that would facilitate the
value implementation and integration process.
The Mission Officers Survey responses unveiled a disconnection between the mission
integration program and teaching/research activities for the faculty. Teaching and research are
the core activities of any academic institution; hence, teaching and research are the most proper
venues that colleges and universities could offer to fulfill the entrusted duty of maintaining
values that convey the charisms of sponsoring communities. The dynamic of teaching and
research has the potential to add new aspects to mission integration, adding dimensions that are
on the other side of the spectrum to the static aspect of statement and symbols. Specific teaching
and research agendas are least valued by mission officers regarding their efficient sharing of
identities of their respective colleges/universities. Instead, the respondents appreciate more
symbols and statements accompanied by “ready-made interpretations.” Both dimensions of the
mission integration process (the well-established understandings and the new explorations based
on the faculty expertise in various fields and the research) seem to be complementary, but as
shown in the study, they are not evenly presented on campuses.
Summary of Findings on Institutional Efforts to Maintain Identity
The ultimate purpose of the document analysis and the Mission Officers Survey was to
explore policies and practices developed to maintain institutional identity (1a subsidiary research
question) and, next, to identify those policies and practices that specifically address part-time
faculty (1b subsidiary research question). Gathering the two separate sets of data, and, therefore,
employing independent methods of analyses entailed two different reports of the findings. In the
paragraphs below, these findings are summarized according to the subsidiary research questions.
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Policies and practices developed to maintain institutional identity (1a RQ)
Catholic colleges and universities have developed several policies and practices with the
aim of promoting institutional mission/identity. Creating and sustaining mission integration
programs and, subsequently, offices dedicated to running those programs is an achievement
augmented by the efforts of Association of Catholic Colleges and Universities [ACCU].
Institutions of higher learning sponsored by congregations of women religious, which are also
members of ACCU, include elements of the charisms of their respective founding congregations
into their identities.
Among policies and practices addressed to the faculty are hiring for mission, orientation
in institutional mission/identity, offering opportunities for professional development in
mission/identity, and tenure/promotion guidelines. Along with administrators, staff, and
students, the faculty are invited to participate in campus-wide history/heritage events. Mission
integration programs for the faculty reflect the formation process (footnote, p. 109); those who
participate absorb and interiorize these values and then are expected to embody the intuitional
identity rooted in the charism of the founding congregation. The analyses showed that the main
academic tasks of research and teaching are underprivileged in the mission integration activities.
Policies and practices that specifically address the part-time faculty (1b RQ)
The analysis showed unevenness in referring to full- and part-time faculty regarding
elements of institutional identity. In documents addressed directly to the part-time faculty, like
job listings and faculty handbooks, information about institutional identity is not sufficient to
help them make an informed choice about undertaking/continuing employment. Although some
efforts to inform the part-time instructors about the history/heritage of their employing
institutions during orientation sessions have been made, the potential of that customary meeting
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is not fully utilized. Similarly, orientation packets (if intended at all) can be utilized better for
the purpose of sharing institutional identity.
The mission integration programs described above were not designed for the part-time
faculty. Administrators who run those programs often underestimate the number of part-time
faculty employed at their institutions and, consequently, underappreciate the potential of the parttimers to strengthen the brand. The part-timers, on the other hand, do not have a stake in
participating in programs and activities offered on campus to promote institutional identity since
they are not anchored in their institutions. In sum, the analyses showed a disconnection between
the existing institutional efforts to maintain that identity and the observed shift to contingent
staffing.
Part-time Faculty Integration with their Institutions
This section aims to present part-time faculty perceptions of institutional identity (the
second research question) and to investigate factors associated with that perception (the third
research question). The data were collected mainly in the Part-time Faculty Survey and
complemented with organizational data, such as IPEDS variables and institutional information
collected during the study. Significant findings are presented according to the subsidiary
research questions, which comprise part-time faculty knowledge about, attitudes toward, and
implementation of institutional identity in teaching, brand endorsement, and brand loyalty, as
well as the individual and institutional factors associated with the respondents’ perceptions of
that identity.
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Respondents’ Characteristics
Tables 25 through 28 detail the characteristics of the part-time faculty who responded to
the survey in terms of their education, employment characteristics, job characteristics,
demographics, and motivation to teach part-time at the focal institutions.
Table 25
Part-time Faculty Survey Respondents’ Employment Characteristics – Years of Employment at
Current Institution and Highest Degree Held
Employment Characteristics

N

%

1–6

254

51.0

more than 6

244

49.0

350

76.2

Separated/Divorced/Widowed/ Other

61

13.3

Single, never married, including

48

10.5

Vowed member/Associate/Alumni

137

29.8

Other

322

70.2

Years of employment at current institution
(N = 498, max = 45, mean = 9, median = 6, mode = 3)

Marital status (N = 459)
Married or living in a marriage-like relationship

priest/deacon/religious
Relationship with the sponsoring congregation (N = 459)

The Part-time Faulty Survey respondents are employed at fifty-eight small and very small
colleges and universities for anywhere between one and forty-five years of employment
(N = 498). About half of the part-time faculty (51.0%, N = 485) reported working for their
current colleges/universities for fewer than six years; the most frequently reported length of
employment at a current institution was three years. The largest group of part-timers held a
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Master’s degree or equivalent (52.8%) and two-fifth reported holding doctoral or professional
degrees (41.9%, N = 492). Three-fifths (62.8%, N = 543) of the part-time employees were
women. The average age of the part-timers who choose to respond to that question was 55
(N = 442). Two-thirds of the respondents (69.7%, N = 463) were married and 7.0% were single,
never married. A considerable group of the respondents (29.8%, N = 459) reported a
relationship with the congregation sponsoring their institution as vowed or associate members of
congregations and as alumni of institutions run by their respective congregations. Table 26
presents crosstabulation of sectors of other employment assumed by the part-time faculty versus
the number of other jobs.
Table 26
The Part-time Faculty Survey Respondents’ Employment Characteristics (N = 543).
Cross Tabulation: Number of Other Jobs vs. Sector of Employment
Number of Other Jobs
Sector of Employment

1

2

3+

%

38

33

21

16.9

7

7

5

3.5

Elementary or secondary school

37

18

6

11.2

Cons., freelance, self-owned bus., private practice

22

21

14

10.5

Hospital or other health care or clinical setting

30

10

11

9.4

Foundation or other nonprofit organization

11

8

6

4.6

For-profit business or industry in the private sec.

21

8

4

6.1

Federal gov., military, state or local gov.

14

5

3

4.1

6

8

9

4.2

4-year college/university, graduate or prof. school
2-year or other postsecondary institution

Other

Note. Not having other jobs was reported by 160 respondents (29.5%, N = 543)

One-third of part-time faculty (34.3%) had another job, one-fifth (21.7%) had two other
jobs, 14.1% had more than two other jobs, and 29.5% respondents worked at only one institution
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(N = 543). The largest group of part-time faculty also assumed other job (or jobs, up to a record
of five) at other higher education institutions (20.4%, N = 543), followed by elementary or
secondary school (11.2%, N = 543).
Table 27
Part-time Faculty Survey Respondents’ Job Characteristics
Job Characteristics

N

%

Department (N = 496)
Business Administration & Management

74

13.6

Education, Teacher Education

70

15.3

Social Sciences and History, Psychology

68

12.5

Health Sciences

64

11.8

English and Literature, Communications, Foreign Languages

53

9.7

Natural Sciences Mathematics Computer Science

46

8.4

Philosophy and Theology

28

5.2

Art, Dance, Music

27

5.0

Other, incl. Vocational Training, Law, Architecture)

53

9.9

Total number of classes or sections taught at current employment institution (N = 502)
0

78

15.5

357

71.1

68

13.4

12

2.4

1 – 10

146

28.9

11 – 20

247

49.0

99

19.7

1–2
more than 2
Number of students in class (N = 504)
0

more than 20

Informal contact with students outside of the classroom (mean = 2 hours, N = 487)
0

238

48.9

1–2

145

29.7

more than 2

105

21.4
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A large majority of the part-time instructors taught one or two courses (71.1%, N = 502).
About a half of the PTF Survey respondents (49%, N = 504) reported teaching classes of 10 to
20 students; the minimum class size they taught was 1 and the maximum was 42. As many as
48.9% part-time faculty (N = 487) reported that they had no informal contact with their students
outside the classroom.
Table 28
Part-time Faculty Survey Respondents’ Motivation to Teach Part-time and at Current Institution
Motivation

N

%

A full-time position was not available

133

24.5

I want to be part of an academic environment

128

23.6

I prefer working on a part-time basis

126

23.2

I am supplementing my income from other employment

86

15.8

I am finishing a graduate degree/other reasons

64

11.7

I simply was continuing my previous teaching activities here

234

43.1

I was asked by a member of the faculty or administration

120

22.1

71

15.3

The location of campus is convenient for me

44

8.1

Other reasons

62

11.4

Reasons for teaching part-time (N = 537)

Reasons for teaching at current institution (N = 543)

I subscribe to the founding congregation’s core values
/appreciate the founding tradition /belong to the sponsoring
community

Besides continuing employment, reported by 43.1% of the respondents (N = 543), the
most frequently reported reason for them choosing their workplace was being asked by a
member of the faculty or administration (22.1%, N = 543). Only 15.3% of the part-time faculty
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hired by the focal institutions (N = 543) reported subscribing to the core values of the founding
congregation or appreciating the founding tradition; members of the sponsoring community were
counted within that group. Almost a half of the contingent faculty employed at the target
institutions reported that they chose to teach part-time in order to be part of an academic
environment (23.6%) or because they preferred working on a part-time basis (23.6%, N = 537).
For one-fourth of the respondents (24.5%, N = 537), teaching part-time was not a choice, but a
full-time position was not available.
Summary of the respondent characteristic section – a portrait of the part-time
faculty employed at the focal institutions.
Based on the statistical majority (> 50%), one can construct a prototypical part-time
instructor hired at the focal institution. The part-time instructor employed at the focal institution
is most likely a mature woman who has earned a Master’s degree and has been working at the
current institution for about three years. She is married and prefers working on a part-time basis
or wants to be a part of an academic environment. She continues working at her institution
simply because she was teaching there last semester or was asked by a member of the faculty or
administration to join the faculty. She also has a job at another educational institution, most
likely another college, university, or hospital. She teaches one or two courses and has up to
twenty students in class, but she does not spend much time on campus outside of the classroom.
The portrait described above introduces a busy woman who shares her time among
family and jobs. There is no time for research and not enough time for students in her schedule.
The analysis showed that as many as 48.9% of part-time faculty (N = 487) reported that they did
not have any informal contact with students outside of the classroom. At the same time,
researchers have pointed out the positive outcomes of faculty-student interactions that support
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student learning, retention, and graduation rates (Maxey & Kezar, 2016, p. 25–26). That
important finding has the potential to inform efforts to increase student retention at the focal
institutions. While relying on the part-time instructors might be forced by the economy, shifting
to a part-time faculty model requires wider policy adjustments and new solutions to uphold the
best teaching standards.
Subgroups within the sample.
The part-time instructors employed at the focal institutions were a large and diverse
group. Based on the presented above characteristics of the survey respondents, I also defined
subgroups within the sample. A first defining factor is number of years of employment (less
than six years was the median time of employment; see Table 25, p. 116). Time at the current
institution differentiated the part-time employees who were seek temporary employment and
were not anchored at their colleges/universities from those who developed ties with their
institutions due to a longer time of employment and being exposed to mission integration
activities. The second grouping factor was the number of other jobs (see Table 26, p. 117).
One would expect differences in mission integration between those who work only at the focal
institutions and those who also work in part-time in various places.
Part-time Faculty Perceptions of Institutional Identity (2 RQ)
The following section presents part-time faculty perceptions of institutional identity
according to the subsidiary research questions (p. 52). At first, knowledge about institutional
identity as estimated by the Survey respondents is analyzed (2a RQ), followed by an analysis of
the respondents’ favorability to the modes of learning about institutional identity (2b RQ). Since
the data relevant to the first two subsidiary research questions were collected in the Mission
Officers Survey and the Part-time Faculty Survey, a section comparing the responses obtained
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from these two sources was added before proceeding to the next subsidiary research questions.
In the next step, attitudes towards institutional identity were analyzed, which included a
comparison of responses given by those who work only at the focal institution and those who
have other jobs (2c RQ). Finally, implementation in the taught courses, brand endorsement, and
brand loyalty were analyzed, including a comparison of responses given by both groups (2d RQ).
The responses were given in a 5-point Likert scale; in this section, the means were used
as a value of comparison. Cronbach’s Alpha was used as a measure of the reliability of the
responses. The tables included the mean responses and a comparison of responses across groups
of respondents, as defined above (Subgroups within the sample, p. 120). ANOVA was employed
to compare perceptions of institutional identity across the defined subgroups; for the clarity of
this report, the significant results are emphasized in the tables with bold figures.
Knowledge about institutional identity (2a RQ).
Table 29 presents part-time faculty self-evaluation in terms of knowledge about
institutional identity. A report of mean responses is accompanied with the results of ANOVA
test across the subgroups of respondents.
Table 29
Knowledge about Institutional Identity as Perceived by the Part-time Faculty
Means
Subgroups by
Years of

Number of

employment

other jobs

Elements/expressions

Total

1–6

>6

0

1+

of Institutional Identityi)

(N=543)

(N=254)

(N=244)

(N=160)

(N=383)

College/university logo*/-

4.2
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4.1

4.3

4.1

4.2

Core values

3.9

3.9

4.0

3.8

3.9

Mission statement

3.6

3.6

3.7

3.7

3.6

College/university seal

3.5

3.4

3.7

3.3

3.6

College/university motto*/-

3.4

3.3

3.5

3.3

3.4

Relationship of college/university to

3.1

2.9

3.3

3.2

3.0

3.0

2.9

3.1

3.1

2.9

the founding congregation***/Charism of the sponsoring
congregation
Note.

i)

Cronbach’s Alpha .87, * p < .05; ** p < .01; *** p < .001 (ANOVA)

According to the Part-time Faculty Survey respondents, the most recognizable symbol
representing institutional identity is the college/university logo (mean = 4.2); this is followed by
the core values (mean = 3.9). The least familiar elements/expressions of institutional identity
were the charism of the sponsoring congregation (mean = 3.0) and the relationship to the
founding congregation (mean = 3.1). The last element of knowledge about the relationship of
the institution to the founding congregation, however, significantly increased during the years of
employment (p < .001); a similar result was found for the respondents’ familiarity with
institutional logo and motto (p < .05). In fact, all of the indicators of part-time faculty knowledge
about institutional identity increased with the length of employment; this pattern was not
repeated in the second comparison of respondents who were employed only at one institution
versus those with other jobs.
Modes of learning about institutional identity (2b RQ).
In the survey, part-time instructors were asked, “To what extent did each of the following
contribute to your understanding of the identity of your employing institution?” The responses
are presented in Table 30. Mean responses were accompanied with the results of ANOVA test
comparing the mean responses across the defined groups of respondents.
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Table 30
Modes of Learning about Institutional Identity as Perceived by the Part-time Faculty
Means
Subgroups by

Modes of Learning

Total

about Institutional Identityi)

(N=543)

Mission/heritage published

Years of

Number of

employment

other jobs

1–6

>6

(N=254) (N=244)

0

1+

(N=160)

(N=383)

3.2

3.1

3.3

3.3

3.2

3.2

3.1

3.3

3.3

3.1

Written mission statement

3.1

3.1

3.1

3.0

3.1

Orientation session

2.4

2.4

2.5

2.5

2.4

External communication (e.g. local

2.4

2.4

2.5

2.4

2.4

Lectures on institutional identity**

2.4

2.3

2.6

2.4

2.4

Job interview

2.3

2.3

2.4

2.3

2.3

materials (such as brochures,
posters), websites*
Internal communication (e.g.
president’s speeches, emails from
deans or mission office)

TV, newspaper, billboards, posters,
word of mouth)

Note.

i)

Cronbach’s Alpha .88,
* p < .05; ** p < .01; *** p < .001 (ANOVA)

Regarding learning about institutional identity, the part-time faculty surveyed most
valued mission/heritage published materials (mean = 3.22) and internal communication (mean =
3.16) over mission statement and orientation session. According to the respondents, lectures on
institutional identity and job interviews are not as valuable in providing information about
institutional identity as other modes of learning. Those part-time faculty who continued
employment more than the median of six years valued the means of learning more than those
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who worked for a shorter time. Although ANOVA yielded significant results only for
Mission/heritage published materials (such as brochures and posters), websites (p < .05) and
lectures on institutional identity (p < .01), that pattern was true for all means of learning about
institutional identity compared across groups of different length of employment. This pattern did
not repeat in the other comparison group.
Comparison of the part-time faculty and mission officers’ responses.
The first two questions regarded what the part-time faculty know and how they learn
about institutional mission/identity, presented above (Table 29, p. 122, and Table 30, p. 124),
were also asked in the Mission Officers Survey (Table 23, p. 106). Given the two sets of data,
the analyses related to the subsidiary research question 2a and 2b were extended with a
comparison of the responses given by mission officers and the part-time faculty. The results of
that analysis are presented in Table 31. For clarity, the significant findings are marked in bold.
Table 31
Two Perspectives on What the Part-time Faculty Know and How They Learn about Institutional
Mission/identity: Mission Officers vs Part-time Faculty
Mean Responses by
Variables

Part-time

Mission

Faculty

Officers

Knowledge about institutional identity
College/university logo*

4.2

3.6

College/university core values

3.9

3.8

College/university mission statement

3.6

3.8

College/university seal*

3.5

3.1

College/university motto*

3.4

2.8

Relationship of college/university to the founding

3.1

3.1
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congregation
Charism of the sponsoring congregation

3.0

2.7

3.2

3.4

3.2

3.5

Written mission statement***

3.1

3.8

Lectures on institutional identity

2.4

2.5

External communication (e.g. local TV, newspaper,

2.4

2.5

Orientation session***

2.4

3.4

Job interview***

2.3

3.3

Modes of learning about institutional identity
Mission/heritage published materials (such as brochures,
posters), websites
Internal communication (e.g. president’s speeches, emails
from the deans, mission integration office)*

billboards, posters, word of mouth)

Note. Since 70% of variables (N = 14) did not pass the Levene Test of Homogeneity of Variance, the Welch
Robust Test of Equality of Means was employed.
* p < .05; ** p < .01; *** p < .001

The results showed that the responses significantly differed depending on the group to
which a respondent belongs (mission officers versus part-time faculty). The part-time faculty
gauged their knowledge about institutional symbols (such as logo, motto, and seal) significantly
higher than the mission officers (p < .05). The pattern repeated across all the
elements/expressions of institutional identity. Opposite patterns occurred considering the means
of learning about institutional identity. Mission officers’ opinions about means of learning of
institutional identity were higher than the opinions of part-time faculty regarding the same
practices. The comparison of means yielded significant results for a job interview, orientation
session, written mission statement (p < .001), and internal communication, such as presidents’
speeches, and emails from deans mission integration offices (p < .05).
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A comparison of the part-time faculty and mission officers’ responses shows statistically
significant differences in three of the seven categories of knowledge about, and four out of seven
categories of modes of learning about, institutional identity. These differences unveiled a
misalignment between the administrators’ discernment regarding the mission integration
strategies and part-time faculty anticipation of knowing institutional identity. These results
might prompt administrators running the mission integration programs to assess the value of
notions that symbolize institutional mission/identity. The results also show that the part-time
faculty do know about their institutions more than the administrators expect them to.
Attitudes towards institutional identity (2c RQ).
Part-time faculty attitudes towards institutional identity, as reported in the survey, are
shown in Table 32. Two significant mean ANOVA results were marked with bold figures.
Table 32
Attitudes towards Institutional Identity as Perceived by the Part-time Faculty
Means
Subgroups by

It is important to me…3)
…to undertake the faculty, staff, and

Years of

Number of

employment

other jobs

Total

1–6

>6

0

1+

(N=543)

(N=254)

(N=244)

(N=160)

(N=383)

3.5

3.5

3.6

3.3

3.6

3.5

3.5

3.5

3.3

3.6

student projects that enhance the
university’s identity rooted in the
founding tradition-/**
…to read the Mission/Heritage
published materials-/*

127

…to attend orientation programs

3.3

3.3

3.3

3.1

3.3

3.2

3.2

3.3

3.0

3.2

2.9

2.9

2.9

2.8

2.9

introducing the university’s mission
and values
…to participate in service programs
rooted in the founding tradition
…to attend lectures devoted to the
understanding of the life, times, and
works of the founding congregation
Note. i) Cronbach’s Alpha .93;
* p < .05; ** p < .01; *** p < .001 (ANOVA)

Part-time faculty reported that it is important to them to undertake faculty, staff, and
student projects that enhance the university’s identity rooted in the founding tradition and read
the Mission/Heritage published materials related to institutional identity (both means = 3.5).
Participating in service programs rooted in the founding tradition and attending lectures devoted
to understanding of the life, times, and works of the founding congregation was not quite as
popular among the respondents (mean = 3.2 and 2.9, respectively).
Opposite the knowledge and means of learning indicators (Table 29, p. 122 and Table 30,
p. 124, respectively), the statistically significant differences for the part-time faculty attitudes
towards institutional identity are associated with employment only at the focal institution versus
having another or other jobs. The results show that the part-time instructors who have more than
one job are interested in knowing the identity of their employing institution. The ANOVA test
yielded significant results for the importance of undertaking faculty, staff, and student projects
that enhance the university’s identity rooted in the founding tradition (p < .01) and the
importance of reading the Mission/Heritage published materials (p < .05).
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Implementation in taught courses, brand endorsement, and brand loyalty (2d RQ).
According to the developed conceptual model (Figure 9, p. 77), the subsidiary research
question about the implementation of institutional identity is represented by three factors:
implementation in taught courses, brand endorsement, and brand loyalty. The mean responses
to questions associated with these variables are presented in Table 33. The ANOVA results
indicated statistically significant differences in given responses across both of the defined
subgroups of the respondents (see p. 120).
Table 33
Implementation in Taught Courses, Brand Endorsement and Brand Loyalty as Reported by the
Part-time Faculty (N = 543)
Means
Subgroups by

Implementation Variables

Years of

Number of

employment

other jobs

Total

1–6

>6

0

1+

(N=543)

(N=254)

(N=244)

(N=160)

(N=383)

Implementing values into taught courses
Implementing institutional values

1)

3.9

4.0

4.0

3.6

4.0

3.4

3.5

3.4

3.2

3.5

3.2

3.3

3.3

3.0

3.3

3.2

3.2

3.2

3.0

3.3

2.9

2.9

3.0

2.9

3.0

into taught courses -/***
Considering the college/university
founding tradition in selecting
course material -/*
Choosing lecture topics linked to the
college/university values -/**
Highlighting institutional founding
tradition in the syllabus -/*
Talking with the students about the
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college/university heritage
Brand endorsement2)
Recommending my

4.2

4.0

4.4

3.9

4.3

4.1

4.0

4.3

3.9

4.2

4.0

3.9

4.2

3.8

4.1

4.0

3.8

4.2

3.7

4.1

3.7

3.5

3.8

3.5

3.7

3.6

3.5

3.8

3.4

3.6

college/university***/***
Speaking positively about
institution***/***
Feeling positive about the
institutional mission***/**
Sharing the college/university
values***/***
Feeling comfortable discussing my
college/university founding identity
with others**/Believing that adherence to the
founding congregation’s tradition
improves student’s college
experience**/*
Retention factors – likeliness of assuming3)
Part-time job at this institution-/***

2.4

2.6

2.5

2.0

2.6

Part-time job at different higher ed

2.1

2.4

2.0

1.6

2.4

2.3

2.5

1.9

2.2

2.3

Part-time job not at higher ed -/***

1.8

1.9

1.8

1.5

1.9

Full-time job not at higher ed**/***

2.0

2.1

1.8

1.6

2.1

Retirement ***/*

1.8

1.6

2.1

2.0

1.7

institution**/***
Full-time job at different higher ed
institution***/-

Note. 1) Cronbach’s Alpha .88; 2) Cronbach’s Alpha .89; 3) Cronbach’s Alpha .65;
* p < .05; ** p < .01; *** p < .001 (ANOVA). The indicated significance refers to both categories (*/**)

Before proceeding to the analysis, it is necessary to highlight the fact that the value of the
Cronbach’s Alpha associated with the responses within the retention factors category is .65 <.80.
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Hence, the results of the analysis must be interpreted with caution, since the reliability of the
construct is limited. These limitations might be associated with trying to assess the part-time
faculty retention while neglecting the factors of job security and compensation (see Factors
associated with brand loyalty section, p. 141 below). In general, however, the part-time faculty
attested to implementing institutional values in taught courses (mean = 3.9). At the same time,
the respondents answered less favorability when asked specific/concrete questions about
selecting materials or choosing topics related to institutional identity (mean = 3.4 and 3.3,
respectively). The least favorite activity, in terms of implementing institutional values, was
talking to students about the identity of their college/university (mean = 2.9).
Analysis of the responses showed that the part-time faculty, overall, scored high in the
brand endorsement category. The respondents were willing to recommend their institution and
speak positively about their college/university of employment (mean = 4.2 and 4.1,
respectively), the two highest ranks within the brand endorsement category. They also felt
positive about the institutional mission and shared the college/university values (mean = 4.0).
Despite that, the respondents felt least comfortable discussing institutional traditions (mean =
3.7), next to the lowest in the brand endorsement section, and/or did not believe that the
institutional tradition improved the students’ experiences (mean = 3.6), the lowest ranking aspect
of brand endorsement.
In terms of brand loyalty, continuing employment on a part-time basis at the current
institution is the most favorable option, as reported by the respondents (mean = 2.6). With
respect to changing jobs, the instructors would prefer a full-time rather than the part-time job at a
different institution of higher learning (mean = 2.2 and 1.8, respectively). These responses
indicated that, for them, undertaking a job that was not in higher education was a less likely
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option (mean = 2.0 and 1.8, respectively); yet, the pattern of full-time jobs being valued over
part-time ones was legible in the responses. Retirement was the least favorable option indicated
by the respondents (mean = 1.8). Those who were employed longer were more willing to
endorse the brand of employing institution (4 out of 6 categories of statistically significant higher
means, p < 0.001). They were also much less willing to change jobs compared to those who
worked less than the median employment time at the focal institutions (3 out of 4 categories,
p < .001). Retirement was an exception. Those who were employed longer at the focal
institution reported considering retirement at a significantly higher rate than those who were
employed less than 6 years (p < .01). Similar to the findings presented in the section above,
those who had jobs besides working at the focal institutions were more likely to endorse the
brand (p < .001 for 4 out of 6 categories). They were also likely to assume a full-time job at a
different higher education institution or a job not in higher education, regardless the terms of the
contract (p < .001).
Summary of findings on part-time faculty perceptions of institutional identity.
In the section above, responses related to the second research question were reported.
The summary section presents the findings along with links to the findings related to the first
research question, as well as to the Survey respondents’ characteristics. Regarding part-time
faculty knowledge about institutional identity (2A RQ), institutional symbols (logo) and core
values were rated highest. The lowest rated elements of institutional identity were those linked
to the founding congregation; these indicators, however, along with indicators of all elements of
part-time faculty knowledge about institutional identity, increased with the length of
employment. While the observation itself could be expected, it suggests that a number of
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instructors who have worked for their college/university for an about three years (the mode
employment, see Table 25, p. 116) do not know their institutions’ identities.
The respondents identified mission/heritage published materials and internal
communication as the two most effective means of learning about institutional identity (2B RQ).
Intriguingly, the respondents did not note any lectures on institutional identity aimed to
familiarize listeners with the institution. Also, the job interview was not evaluated as an efficient
means of learning about institutional identity. According to the document analysis (p. 113), both
job interview and lectures on institutional origins are practiced with the intention of sharing the
part-time faculty needs/expectations. The majority of part-timers did not spend enough time on
campus to participate in the lectures (see Table 26, p. 118). As shown in the literature review,
part-time contracts allow the deans and department heads to easily select and fire part-time
employees, depending on the demand for their particular courses (p. 27); from that perspective,
the job interviews depreciated to the issue of the instructor’s availability to teach during the
given semester. Those findings confirm the rising necessity for creating new means of sharing
institutional identity that are more adjusted to the needs of part-time faculty.
Indicating the importance of participation in mission/identity-related activities was
accepted as a proxy for the part-time faculty attitudes towards institutional identity (2C RQ).
The respondents indicated the importance of undertaking projects that enhance the university’s
identity rooted in the founding tradition as compared to the least important activity: Attending
lectures devoted to understanding the life, times, and works of the founding congregation was
not quite as popular among the respondents. That finding resonates with the aforementioned
lack of time spent on campus to attend lectures; it also suggests that such ready given knowledge
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does not appeal to the academic community (p. 113). Instead of attending lectures, part-timers
preferred reading Mission/Heritage published materials related to institutional identity.
The analyses show that the part-time faculty have a great potential in the area of
implementation of institutional identity (2d RQ). In general, the part-time faculty attested to
implementing institutional values in their courses. They also scored high in the brand
endorsement category. As discussed earlier (see p. 90), part-time faculty retention, equated with
brand loyalty, is much more complex due to the nature of part-time employment. The collected
data confirm that institutional identity is not the first factor in the part-time faculty decision of
continuing employment. A pattern of full-time jobs being valued over part-time one is evident in
the responses.
Responses by the subgroups of respondents.
Defining the subgroups of respondents and comparing their mean responses across the
subgroups led to interesting observations. In the sections above, the findings were presented
according to the research questions and were assembled into groups. First, a comparison of
mean responses across groups defined by years of employment is presented; that is followed by a
comparison of means across groups defined with employment only at the focal institution versus
having other jobs. Number of years of employment increases knowledge about institutional
identity (Table 29, p. 122). Those who are employed longer appreciate more the modes of
learning about institutional identity; all of the listed modes of learning were evaluated as higher
by those who worked longer at one of the focal institutions (Table 30, p. 124). Length of
employment did not change the part-time faculty’s attitudes towards institutional identity.
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Those who were employed longer were more willing to endorse the brand of their
employing institution (4 out of 6 categories of statistically significant higher means, p < 0.001).
They were also much less willing to change the job compared to those who worked less than the
median employment time at the focal institutions (three out of 4 categories, p < .001).
Retirement was an exception. Those who were employed longer at the focal institution reported
considering retirement significantly higher than those who were employed fewer than six years
(p < .01). Comparing the responses given by those who were employed only at the focal
institution with those who had other jobs did not show any pattern in the knowledge and modes
of learning about institutional identity category. Further analysis, however, led to
counterintuitive results: Attitudes towards institutional identity and implementation in the taught
courses are higher rated by those who have other jobs than those who work only at the focal
institution. Unambiguously, those who have other jobs besides at the focal institution placed a
higher value on participating in activities designed to enhance institutional identity rooted in the
founding tradition and becoming familiar with mission/heritage related materials. Those
activities stimulate implementing institutional values into the taught courses, eases selecting the
course materials related to the founding tradition, informs the choice of lecture topics linked to
college/university values, and guides faculty in placing the institutional founding tradition in the
syllabus.
By contrast, those who worked only at the focal institutions did not favor participating in
mission integration activities or reading materials related to institutional identity. That
phenomenon might be caused by the routine nature of working at one place. The conviction that
the employees had already heard everything about that identity leads to doubts that any new
information could actually be provided. In light of this study, that conclusion corresponds with
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the finding presented in the document analysis summary (p. 112) that the ready-made
interpretation might not appeal to the academic community. Part-time instructors may perhaps
not be interested in participating in recurrent activities. That, in turn, causes reluctance to
implement institutional values into the taught courses, considering the college/university
founding tradition when selecting course material or choosing lecture topics linked to the host
college/university values. Those who had jobs other than working at the focal institution were
more likely to endorse the brand (p < .001, for 4 out of 6 categories). They were also more likely
to assume a full-time job at different higher education institution or a position not in higher
education, regardless the terms of the contract (p < .001).
Factors Associated with Part-time Faculty Perceptions of Institutional Identity (3 RQ)
Linear regression was employed to explore factors associated with Part-time Faculty
Perceptions of Institutional Identity. The regressions were constructed based on the conceptual
model explicated in Chapter 3 (p. 87). The section below presents the findings corresponding
with the subsidiary research questions: 3a, factors associated with knowledge about institutional
identity; 3b, factors associated with attitudes towards institutional identity; and 3c, factors
associated with the set of implementation variables, which are implementation in the taught
courses, brand endorsement, and brand loyalty.
Factors associated with knowledge about institutional identity (3a RQ).
Table 34 presents the Beta coefficients and significance levels for the independent
variables in the best-fit models, determined with stepwise analysis. Adding more variables than
presented below did not improve the model; however, the absence of anticipated independent
variables is subject to interpretation. Since there was a wide spectrum of independent variables
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and, consequently, a variety of units of measurement, Beta coefficients were used to present the
findings.
Table 34
Knowledge about Institutional Identity Regression Coefficients
Blocks of Variables

β

Elements/expressions of institutional identity
Existence of the mission office as perceived by the respondentsd

.169***

Learning about institutional identity
Through mission statement c

.345***

Through publications c

.188***

Through job interview c
Through external communication

.106*
c

.084*

Individual factors
Relationship/ties with the sponsoring congregation d

.159***

Organizational factors
The administrators have a sense of pride in the institution’s goals and

.093*

mission c
Note. The dependent variable typed bold. Independent variables listed within the blocks according to conceptual
model (Figure 10, p. 88). (c) continuous (d) dichotomous;
F = 50.214, R2 = .495, adjusted R2 = .486.
* p < .05; ** p < .01; *** p < .001;

A relatively high R-square (0.495) confirmed that the factors included in the regression
explained about 50% of the variation in part-time faculty knowledge about institutional identity.
Based on the conducted regression, part-time faculty perceptions of the existence of a mission
office on campus were positive predictors of their knowledge about institutional identity
(β = .169, p < .001). The predictive value was not associated with the very existence of mission
office (the stepwise method excluded that variable from the model), however, but with the
respondents’ perception of it. While the part-time faculty confirmed that the mission statement
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was the most informative factor in terms of learning about institutional identity (the strongest
Beta coefficient of .345, p < .001), learning through publications, job interviews, and external
communication were also positively related to part-time faculty knowledge about their
institutions (β = .188, p < .001; β = .106 and β = .084, p < .05). Not surprisingly, those parttimers who were avowed or associate members of the sponsoring congregation or alumni of
sponsored institution knew more about their institution’s identity (β = .159, p < .001).
In addition, knowledge of institutional identity was significantly higher among those employed
at colleges and universities with administrators had had a sense of pride in the institution’s goals
and mission (β = .093, p < .05).
Factors associated with the part-time faculty attitudes towards institutional identity
(3b RQ).
Similarly to the section above, the findings corresponding with 3b subsidiary question are
presented with the linear regression Beta coefficients (Table 35).
Table 35
Attitudes towards Institutional Identity Regression Coefficients
Blocks of Variables

β

Knowledge about institutional identity
Charism of the sponsoring congregation c

.201**

Learning about institutional identity
Through lectures c
Through external communication

.162**
c

.146**

Through orientation session c

.114*

Through job interview c

.108*

Individual factors
Single, never married (including religious) as compared to married d
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.139***

Organizational factors
The administrators have a sense of pride in the institution’s goals and

.117**

mission c
Note. The dependent variable typed bold. Independent variables listed within the blocks according to conceptual
model (Figure 11, p. 89); (c) continuous (d) dichotomous;
F = 39.308, R2 = .501, adjusted R2 = .489.
* p < .05; ** p < .01; *** p < .001

A relatively high R-square (0.501) confirms that the factors included in the regression
explain about 50% of the variation in part-time faculty attitudinal favorability toward
institutional identity. According to the regression results, the respondents who were acquainted
with the charism of the sponsoring congregation were more favorable toward institutional
identity (β = .201, p < .001). Attitudes toward institutional identity were also positively
correlated with learning about it through lectures (β = .162, p < .01), external communication
(β = .146, p < .01), orientation sessions (β = .114, p < .05), and job interviews (β = .108, p < .05).
Ties with the sponsoring congregation, through either membership or alumni associations, were
significant predictors of positive attitudes toward institutional identity (β = .139, p < .001).
Single, never married (including priests and religious) respondents report significantly better
attitudes toward institutional identity compared to those who were married (β = .117, p < .01).
Neither one of the dependent variables––knowledge of mission nor favorable disposition
toward it––is correlated with organizational factors like size, settings, department of
employment, class size, or number of classes taught. Furthermore, the analysis did not show any
significant relationship between assuming other jobs, sectors of other employment, years of
employment, or highest degree obtained by the part-time faculty and their knowledge about or
attitudes toward institutional identity.
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Factors associated with implementation in taught courses, brand endorsement, and
brand loyalty (3c RQ).
Table 36 presents the results of the next three regressions, with implementation of
institutional values in the taught courses, brand endorsement, and brand loyalty as the outcome
variables and what as the predictor variables. Only the significant coefficients are presented.
Table 36
Implementation in Taught Courses, Brand Endorsement, and Brand Loyalty Regression
Coefficients
Blocks of Variables

β

Implementing values into the taught courses
Knowledge about institutional identity
Mission Statement c

.136**

Attitudes toward institutional identity
Value attending lectures devoted to the understanding the

.317***

founding congregation c
Value undertaking projects that enhance the university’s
identity rooted in the founding tradition

.232***

c

Value reading the Mission/Heritage published materials c

.100*

Individual factors
Teaching at this institution because of subscribing to the core

.101**

values and appreciating the founding tradition c
Organizational factors
Institution has administrators, faculty, and students who

.101**

identify strongly with the institution c
Science department (as compared to humanities) d

-.067*

Brand endorsement
Knowledge about institutional identity c
Core values c

.113*
140

Attitudes toward institutional identity
Value undertaking projects that enhance the university’s

.143**

identity rooted in the founding tradition c
Value attending lectures devoted to the understanding the

.151*

founding congregation c
Individual factors
Years of employment at present institution

.100**

Organizational factors
The administrators have a sense of pride in the institution’s

.170***

goals and missionc
Institution has administrators, faculty, and students who

.134**

identify strongly with the institutionc
Retention at the institution
Attitudes toward institutional identity
Value attending orientation c

.199***

Individual factors
Other employment – hospital (vs. higher education) d

.123*

Single, never married (vs. married) c

.107*

Organizational factors
Science department (as compared to humanities) d

.122*

Note. The dependent variables typed bold. Independent variables listed within the blocks according to conceptual
model (Figure 12, p. 90); (c) continuous (d) dichotomous;
First regression: F = 62.797, R2 = .615, adjusted R2 = .605;
Second: F = 33.256, R2 = .431, adjusted R2 = .418;
Third: F = 7.526, R2 = .012, adjusted R2 = .010.
* p < .05; ** p < .01; *** p < .001

The first two regressions explained a significant amount of the variation in each of the
dependent variables (61.5 and 43.1% of the variance, respectively). The last regression
explained 1.2% of the variance and was the weakest in the model; this is not surprising given the
complexity of part-timers’ retention. Due to the very nature of the part-time job, lack of job
security, and lack of financial satisfaction, assuming that institutional identity is the decisive
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factor of employment at the focal institutions for those who work part-time would be considered
naive or poorly informed. That is reflected in the very low model indicators of F = 7.526, R2 =
.012, and adjusted R2 = .010. These indicators lead to an important observation. In light of
EBBE theory, brand loyalty is a significant indicator of a strong brand. While moving to
contingent staffing, institutions, in a programmed way, weaken their brand.
According to the models, familiarity with mission statement is a significant predictor of
implementing elements of institutional identity into the taught courses (β = .136, p < .01), while
knowing the core values predicts significantly higher brand endorsement (β = .113, p < .05).
Knowledge about institutional identity did not influence the part-time faculty decisions about
continuing employment at their institutions. Part-time faculty who value attending lectures
devoted to understanding the founding congregation and undertaking projects that enhance the
university’s identity rooted in the founding tradition are more likely to report implementing
institutional values in taught courses (β = .317 and β = .232, p < .001) and to endorse
institutional brand (β = .151, p < .05 and β = .143, p < .01). Those who prefer reading the
mission/heritage published materials are more likely to implement institutional values in taught
courses (β = .100, p < .05). The performed analysis shows that attendance at an orientation
session by the part-time faculty is a significant predictor of continuing employment at a given
institution (β = .199, p < .001). Those respondents who teach at their institutions because they
subscribe to the core values or appreciate the founding traditions are more likely to incorporate
elements of institutional identity into their taught courses (β = .101, p < .01). The longer that
part-time faculty work at their institution, the more likely they are to endorse the brand (β = .190,
p < .01).
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Corresponding to the first two regressions, only a few organizational factors played a
significant role in implementing institutional identity into the taught courses by part-time faculty,
the brand endorsement, and part-time faculty retention. Teaching in a science department,
however, was an exception. Those who taught math and science were less likely to implement
institutional values into the taught courses (β = -.067, p < .05). That finding can be explained by
the nature of the taught subjects: STEM courses do not offer flexibility in the selection of texts
that refer to values, while the humanities do. Natural sciences instructors tend to be more
retained at their institutions as compared to those who teach humanities (β = .122, p < .05). The
retention indicator is higher for those who have other employment at hospitals than for those
who work at other higher education institutions (β = .123, p < .05) and single, never married as
compared to married (β = .107, p < .05). Part-time faculty are more likely to implement content
related to institutional identity or to speak positively about their institutions of employment if
they see administrators, faculty, and students identify strongly with their institution (β = .101 and
β = .134, respectively, p < .01). The administrators’ sense of pride in the institution’s goals and
mission is related to part-time faculty’s likelihood of endorsing the institutional brand (β = .170,
p < .001).
Modeling part-time faculty retention.
The regression model of the part-time faculty retention as related to institutional identify
explained only 1.2% of variance (F = 7.526, R2 = .012). Based on the literature review, the
retention factors are much more complex than those linked only to institutional identity.21 To
reflect the added complexity of the retention factors, an additional cluster of data representing
the part-time faculty likelihood of assuming either a full-time position or a job outside higher

21

See Limitations, p. 142
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education was added to the last regression. The addition of the block of control variables
significantly improved the accuracy of the model (from the adjusted R-square of .010 to .243).
The updated Beta coefficients are presented in Table 37.
Table 37
Enhanced Model of the Part-time Faculty Retention Regression Coefficients
Blocks of Variables

β

Attitudes toward institutional identity
Value attending orientation c

.196***

Employment plans control variables
Likely to assume part-time at different higher ed institution c

.313***

Likely to assume part-time not in higher ed c

.203**

Likely to assume full-time not in higher ed c

-.205***

Individual factors
Other employment – hospital (vs. higher education) d

.110*

Other employment – nonprofit (vs. higher education) d

.095*

Number of other jobs c

-.098*

Organizational factors
Science department (as compared to humanities) d

.124**

Institution has administrators, faculty, and students who identify

.110*

strongly with the institution

c

Note. The dependent variable typed bold. Independent variables listed within the blocks according to conceptual
model (p. 77); (c) continuous (d) dichotomous;
F = 13.884, R2 = .262, adjusted R2 = .243;
* p < .05; ** p < .01; *** p < .001

Part-time faculty who are willing to assume another jobs on a part-time bases, either in
higher education (β = .313, p < .001) or outside of it (β = .203, p < .01), are most likely to
continue part-time employment at their current institutions. On the contrary, those who are
seeking a full time job outside of higher education are most likely to discontinue their part-time
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jobs (β = -.205, p < .001). Attending an orientation session to learn about institutional identity is
a significant predictor of continuing employment at that given institution (β = .199, p < .001).
Number of other jobs is a negative predictor of part-time faculty retention (β = -.098, p < .05);
however, assuming another job in a hospital or a nonprofit organization was positively related to
part-time faculty retention (β = .110 and β = .095, respectively, p < .05). Natural sciences
instructors tended to remain or to be retained at their institutions more of than those who taught
the humanities (β = .124, p < .01). Also, the part-time faculty were more likely to continue
employment at the current institution if there were administrators, faculty, and students who
identified strongly with the institution (β = .110, p < .05).
Summary of factors associated with part-time faculty perceptions of institutional
identity.
In the section above, the results of the regression analyses were presented according to
the subsidiary research questions 3a, 3b, and 3c (see p. 52). The contributions of each predictor
in explaining the variance of the respective outcome variable were discussed. The summary
explains the overall findings related to the conceptual model and apparent discrepancies between
the results of the ANOVA and regression analyses. The section ends with a discussion of the
findings related to individual and organizational variables.
The first four regressions explained 40 to 60% of the variance of the modeled outcomes
and, therefore, confirmed the aptness of the conceptual model of perceptions of institutional
identity developed for this study. The last regression function of part-time faculty retention,
created according to the model, explained about 1% of the outcome variable. That finding
demonstrates that retention cannot be modeled based only on the factors associated with
institutional identity. This reflects observations on the part-time faculty retention made within
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analyses related to the second research question (see p. 131). However, according to the
fundamentals of EBBE theory, faculty retention strengthens the brand. The findings based on
performed analyses lead to the conclusion that supporting the policy of shifting to part-time
contracts ultimately weakens the institutional brand. Comparing with ANOVA, the regression
analysis indicated the contribution of each of the independent variables to explain the variance of
the dependent variable. Thus, the results obtained via those two methods might vary. For
example, years of employment at the present institution emerged as significant predictor only in
the regression model of brand endorsement, while the ANOVA results showed that a number of
other factors depend on years of employment (Table 30, p. 124 and Table 33, p. 129). Similarly,
the regression analysis did not detect a significant relationship between assuming other jobs and
knowledge about or attitudes toward institutional identity, which appears to contradict findings
of the subgroup analyses (p. 134).
The predictor variables were entered in blocks and recognized in the conceptual model
(p. 77), corresponding with the subsidiary research questions. Entering these variables in blocks
was chosen above entering all of the independent variables at once in order to identify the
strongest predictors in each block. Besides the blocks of independent variables entered
according to the conceptual model, the regression analysis included two blocks of other
individual and organizational factors in the analyses. The following section summarizes the
findings.
Individual and Organizational Factors.
Relationship and ties with the sponsoring congregation or motivation to teach at the
current institution because of subscribing to its core values or appreciating the founding tradition
appeared as a significant positive factor in modeling part-time faculty knowledge about
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institutional identity and implementing institutional values into the courses taught. Being single,
never married (including religious), as compared to married, was a significant positive factor in
determining how the part-time faculty learn about institutional identity and brand loyalty. Both
can be explained by a lack of obligations connected with family life. Conclusions derived from
that factor require caution, however, because of the small size of the group (8.8%, N = 543). In
addition, also because of the small size of the groups, I combined single never married and
priest/deacon/religious. Even though the number of religious is minimal (2.2%, N = 543), the
responses could influence the analysis.
Years of employment at the present institution was a positive indicator of brand
endorsement while number of other jobs appeared as a significant factor in brand loyalty. Those
who reported a higher number of jobs were less likely to continue employment at their
college/university. Among those who had other jobs, those employed at a hospital or in
nonprofit organizations were more likely to remain at their college/university than those who
were employed at other higher education institution(s). Among organizational factors, teaching
in a science department (as compared to in the humanities) emerged as a significant factor that
negative in relation to implementing institutional values in the taught courses (-0.67*) and
positive in relation to part-time faculty retention at their institutions (.122*). If retention was a
valuable component of building the brand, then the science departments have a significant role to
play; however, as discussed above, there is no effective model for predicting the implementation
of institutional values in science courses.
It is also worth noticing that the institutional saga variables (the administrators have a
sense of pride in the institution’s goals and mission and the institution has administrators,
faculty, and students who identify strongly with the institution) appeared as positive factors
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across all the regressions. Difficult to quantify, these factors have the power of transmitting
institutional identity to the part-time faculty. Instructors who rarely participate in official faculty
meetings, mission/heritage events, workshops, and lectures can become familiar with
institutional identity through those important informal channels.
Summary
The purpose of Chapter 4 was to present the findings of the analyses of the data collected
during the investigation. The findings were presented according to the research questions, first,
to show institutional efforts to maintain identity, and, second, to examine part-time faculty
perceptions of those efforts. The first part of the chapter presented the analysis of the related
documents and the mission officers’ responses; the findings corresponding with the first research
question are presented and discussed. The second part of the chapter consists of analyses of the
data collected via the Part-time Faculty Survey, corresponding to the second and third research
question, along with the participants’ characteristics. The findings related to each research
question are summarized in three separate sections: Summary of Findings on Institutional Efforts
to Maintain Identity (p. 113), Summary of Findings on Part-time Faculty Perceptions of
Institutional Identity (p. 132), and Summary of Factors Associated with Part-time Faculty
Perceptions of Institutional Identity (p. 145). A synopsis of key findings, structured according to
the research questions, will be provided in Chapter 5.
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Chapter 5
Discussion & Recommendations
The research presented in this paper was focused on policies and practices developed at
institutions of higher learning sponsored by Catholic congregations of women religious in the
United States in order to maintain their unique missions/identities at the same time as they
transition to a largely part-time faculty. The research sites comprised one hundred small and
very small liberal art colleges and universities in the United States, for whom institutional
identity is one of the strongest assets in the educational market. Institutional policies and
practices, created to uphold the unique identity elements rooted in the charisms of the respective
founding congregations, were examined based on a content analysis of documents and the results
of a Mission Officers’ Survey. Perceptions of institutional identity were collected via a survey of
Part-Time Faculty. This chapter begins with an overview of the study, which is followed by a
synopsis of the findings. Next, it presents implications for policy and practice.
Recommendations for further study, based on identified limitations, concluded the chapter.
Overview of the Study
The year of 2015 yielded the alarming statistic that the overall number of part-time
faculty reached 50% of the teaching force at higher education institutions (IPEDS, 2016; see
Figure 3, p. 26). In light of that milestone, the question of how the shift to contingent faculty
affects higher education asserted itself with new intensity. In this study, the problem was
defined from the perspective of institutional identity, with a special focus on institutions vitally
interested in preserving their distinct identities, like those that are religiously affiliated. Colleges
and universities sponsored by Catholic congregations of women religious form a specific group
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that is interested in preserving institutional identity on one hand, but that heavily relies on parttime faculty, on the other. The percentage of part-time appointments at those institutions crossed
50% in the late 1990s and since then has been slowly increasing (Figure 1, p. 5).
Facing a decline of members of their religious communities, colleges and universities
have designed mission integration programs to promote their institutional identities.
Administrators, faculty, staff, and students participate in mission/heritage related events
organized within the mission integration programs and, over time, acquire knowledge about
institutional identity and absorb values rooted in the founding tradition. There are lectures,
workshops, history/heritage events, and service projects among the activities that aim to promote
institutional identity. The envisioned effect is that various campus constituencies, including the
faculty, become familiar with institutional traditions and interiorize the founding values.
The part-time faculty, however, do not participate in the institutional life as the full-time
faculty do, and they do not take full advantage of these program. Moreover, the contingent
faculty do not have a vested interest in maintaining institutional identity, much less to be the
agents of that identity. That said, part-time faculty are the majority of the teaching workforce,
and introducing institutional identity to the students depends mostly on them. The salient
problem that occurs is how to integrate part-time employees into their institutions and engage
them as active agents of institutional identity, a role that traditionally was associated with fulltime academic positions.
The purpose of this study was to examine how religiously affiliated institutions of higher
learning sponsored by Catholic congregations of women religious in the United States maintain
their unique missions/identities at the same time as they transition to a largely part-time faculty.
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The value of this study is its comprehensive approach: It aimed to see mission integration from
both sides of the process––that of the administrators who design and lead the program, and its
audience, faculty and part-time faculty. The research questions reflect the inquiry. The first
research question asked about the policies and practices that were developed to maintain
institutional identity; particularly, which of those policies/practices specifically address part-time
faculty awareness about the distinctive mission/identity of their institution. The second research
question took the investigation to the other side of mission integration process––that of the parttime faculty who perceive the administrators’ efforts, grasp the mission integration program, and
build the brand. Hence, the subsidiary research questions addressed the part-time faculty’s
knowledge about the identity of their respective institutions, modes of learning about the identity
of their respective institutions, their attitudes to it, and finally, their implementation of
institutional values in the workplace. The factors associated with how part-time faculty
members perceive institutional identity, including the individual and organizational control
variables, were the object of the third research question.
The study was framed by marketing theory. Stages of the perception process developed
within marketing provided a theoretical foundation for constructing the conceptual model for this
study. The employee-based model of brand equity theory (EBBE) was used to enhance this
understanding and, thus, the identification of the outcome variables. According to the EBBE
model, the employees’ factor has the strong potential of increasing the value of the brand through
brand endorsement and brand loyalty. Traditionally, only implementing institutional values into
the taught courses has been examined in the field of education. In the designated model, the two
variables of brand endorsement and brand loyalty were added to the outcomes. The three-fold
outcome variable of implementation in taught courses, brand endorsement, and brand
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loyalty/faculty retention was operationalized and quantified based on the Part-time Faculty
Survey responses. The data were collected in a sequence of three projects: collection of the
related documents, a Mission Officers Survey administered via USPS, and a Part-time Faculty
Perceptions of Institutional Identity Survey administered online. The responses were collected
and brought together into one database, which was then used to perform the quantitative analysis.
A synopsis of findings is presented below.
Summary of Findings
The following summary presents key findings structured according to the research
questions. First, a review of institutional efforts to maintain identity, with a focus on policies
and practices relevant to the faculty, is presented; policies and practices pertinent to part-time
faculty are presented in a separate subsection. Next, part-time faculty perceptions of institutional
identity are summarized. Finally, the significant factors that appear across the conducted
analyses are summarized along with possible interpretations and discussion.
Institutional Efforts to Maintain Identity
In order to animate and coordinate institutional efforts to maintain identity, colleges and
universities sponsored by congregations of women religious have established mission offices.
However, not all of the institutions have sufficient resources to run a mission office, and so other
standing campus offices are charged with the responsibility of running mission integration
related activities. Almost two-thirds of the mission officers’ duties are assumed by members of
religious congregations. A pattern of separation of efforts to maintain institutional identity from
the academic program emerged at the very beginning of the investigation. Teaching and
research, which is the domain of colleges and universities, is underrepresented in the integration
programs. Mission integration activities familiarize attendees with the history and traditions of
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an institution and the sponsoring congregation, but they are deficient in offering curricular
implementations or teaching/learning applications. Similarly, the potential of the research factor
in promoting institutional identity is not yet fully valued at the focal institutions.
In light of the employed theories, it is in the best interest of institutions of higher learning
to hire faculty who represent institutional values to the students and the local community. The
examined documents confirm Heft’s recommendation: “The three most important constituencies
to advance the religious mission of a Catholic university are faculty, faculty, and faculty” (2015,
loc. 485). Despite that affirmative statement, the role of faculty as active stewards of
institutional identity, considering their peerless role in academe, is undervalued in the reviewed
documents.
The mission integration policies and practices that address the faculty focus on the
personal fit of potential employees and participation in heritage events or programs familiarizing
with the founding traditions were also examined. In the established integration model, the
threefold faculty contribution to maintaining institutional identity (implementation in the taught
courses, brand endorsement, and faculty retention) was based on faculty personal growth in the
founding spiritual tradition and their interiorizing institutional values. Consequently, it is
expected that a person who chooses to grow in the founding tradition of a college/university
becomes a leader in implementing its institutional values. Therefore, the model best serves fulltime faculty members who, during years of employment, learn about the origins of institutions,
acquire the spiritual and intellectual tradition, and familiarize with campus-wide practices.
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Mission integration efforts pertinent to part-time faculty.
In the examination of the findings, it becomes evident that the need for part-time faculty
integration with their institutions might not be fully recognized and addressed by the
administrators of the target colleges and universities. Even though the majority of the teaching
force in the target institutions is employed on a part-time basis, the examined sources overlook
the role of part-time faculty in maintaining institutional identity. Due to the temporary nature of
part-time employment, the integration model described above, which is based on personal
growth and values’ interiorization, does not seamlessly apply to part-time instructors. The
analyzed data do not indicate any efficient substitute for the formational model or a solution
suitable for part-time employees. Moreover, part-time instructors are indeed an invisible
majority of the teaching workforce.
While hiring for the mission is stressed in institutional policies regarding full-time
faculty, the presentation of institutional identity in the job listings posted by most of the focal
institutions and addressed to part-time instructors appears to be partial and/or insufficient. Based
on the job postings only, the prospective instructors do not know what it means to teach at
institutions sponsored by religious congregations; consequently, their decision to accept
employment in them may not include consent to support institutional identity.
Organizing an engaging orientation session and designing an interesting and informative
orientation packet provide opportunities for introducing institutional identity to the part-time
faculty. The focal institutions developed creative solutions to invite part-time faculty to the
orientation session such as lunch with the college/university president, presentations that include
a historical tour, or founding tradition ceremonies that include blessing and symbolic
commissioning of the mission of teaching. Still, both orientation the events and orientation
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packets have room for improvement regarding including mission integration elements, especially
content that specifically links the tradition with teaching and learning. The ongoing development
opportunities that are offered to full-time faculty do not meet the needs of part-time instructors.
The mission integration model, based on the interiorization of institutional values, does not apply
to the part-timers who do not spend enough time on campuses to “catch the spirit.” No manual
or set of resources that would facilitate integrating content related to institutional identity into
teaching, which is the main task of part-time faculty, were found during this study.
Part-time Faculty Perceptions of Institutional Identity
The following section presents significant findings corresponding to the second research
question. The findings reflect the conceptual model of perception that was adopted. First, scope
and extent of knowledge, mode of acquiring knowledge, and attitudes towards institutional
identity are discussed. Next, the three-fold implementation variables are discussed:
implementation in taught courses, brand endorsement, and brand loyalty.
Knowledge, modes of acquisition, and attitudes towards institutional identity.
The results of the analyses show that there are some misconceptions about the part-time
faculty and their knowledge about the identity of the employing institutions as well as the
efficiency of their means of learning about institutional identity. Part-time instructors evaluate
the extent of their knowledge about traditions of their colleges and universities as being greater
than that of administrators. On the other hand, mission officers’ gauge job interviews and
orientation sessions as more important to promoting institutional identity than do the part-time.
That misalignment of opinions might signal that institutional efforts are missing the mark.
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The elements/expressions of institutional identity that are easily recognized by the parttime faculty are concise and symbolic: Institutional logo and lists of core values the are bestknown expressions of institutional identities. The least familiar elements/expressions of
institutional identity are those related to the charisms of respective sponsoring congregations.
The findings revealed a drift from knowing the congregation to recognizing institutional symbols
and values. This might indicate that the charism transmission period reached its maturation and
that institutions have developed their own identities that may be originally rooted in charisms of
sponsoring congregations but that have evolved separately.
Indicators of knowledge about institutional identity increase with length of employment.
Similarly, those who work longer at their institutions appreciate various modes of learning about
its identity more. Regrettably, most of the part-time instructors do not persist long enough at
their institutions. Due to the nature of part-time employment, they change their jobs. Part-time
faculty do not spend enough time at their workplaces to know their institutions’ identities or to
appreciate the means offered for learning about it. That observation also supports reservations
about the notion of mission integration programs based on interiorization processes, which take
time. Thus, the shift to the part-time faculty, who do not spend enough time at their institutions
to interiorize their values, requires creating new solutions for mission integration.
Among modes of learning, part-time instructors prefer mission/heritage published
materials and internal communication over lectures on institutional identity. Presidents’
speeches or emails from deans or mission offices have a higher value in promoting
mission/identity than occasional events like the lectures. That finding can be seen from the
perspective of a teaching versus practicing continuum: experiencing institutional values being
practiced is more valuable than teaching about it. The about increasing the separation of
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institutional identity from the identity of founding/sponsoring congregation, meanwhile, is
supported by findings related to part-time faculty attitudes toward institutional identity. Parttime faculty report that it is important to them to undertake projects that enhance the university’s
identity rooted in the founding tradition and read the mission/heritage published materials related
to institutional identity; at the same time, participating in programs related to the founding
tradition or attending lectures on the founding congregation are not quite as popular. The
instructors are more focused on their institutions than on founding/sponsoring congregations.
This finding has important implications in terms of the content of mission integration materials
that implication will be discussed below.
In terms of attitudes towards institutional identity, counterintuitive findings are associated
with employment only at the focal institution versus having other jobs. Those part-time
instructors who have other jobs place higher value on participating in activities designed to
enhance institutional identity rooted in the founding tradition and getting familiar with
mission/heritage related materials than those who work only at the focal institution. The
unforeseen phenomenon defies easy explanations. It might be linked with the finding that
recurrent activities that offer well-defined interpretations do not appeal to the academic
community (p. 113). The lack of intuitive interpretations opens this finding for further research.
Implementation in taught courses, brand endorsement, and brand loyalty.
In general, the part-time faculty attested to implementing institutional values in taught
courses. At the same time, the respondents expressed themselves less favorability when asked
specific questions about selecting materials or choosing topics related to institutional identity.
The least popular activity in terms of implementing institutional values was talking to students
about the identity of their college/university. It was also indicated in the brand endorsement
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category that part-time instructors do not feel comfortable discussing institutional traditions
rooted in the charism of founding/sponsoring congregation. That repeated finding requires the
attention of institutional leaders and, perhaps, including relevant content into mission integration
programs.
Those who work only at the focal institutions are less likely to implement institutional
values into taught courses, to consider the college/university founding tradition in selecting
course material, or to choose lecture topics linked to the college/university values. That
corresponds with their reported lack of interest in participating in programs designed to promote
institutional identity. These counterintuitive findings suggest the need for new inquiries about
the reasons for that situation. Nevertheless, the findings indicate that creating new means of
mission integration is necessary to engaging that group of instructors––those who work only at
the focal institution––in promoting institutional identity.
The part-time faculty scores were high in the brand endorsement category. The
respondents were willing to recommend their institution and speak positively about the
college/university of employment; they felt positive about the institutional mission and shared
the college/university values. These findings provide evidence that the potential of part-time
faculty as active agents of institutional identity and as brand ambassadors is underappreciated.
Those who are employed longer are more willing to endorse the brand of the employing
institution. That rational finding is followed by a counterintuitive one: That those who have
other jobs besides working at the focal institution are more likely to endorse the brand compared
to those who work only at the focal institutions.
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Brand loyalty is the weakest element of promoting institutional identity by part-time
faculty. This particular finding demonstrates that retention cannot be modeled based only on the
factors associated with institutional identity; part-time, by definition, means a temporary or
partial commitment. However, according to EBBE theory, faculty retention strengthens the
brand. Therefore, the policy of shifting to contingent faculty, in the long run, risks weakening
the brand. This conclusion, based on similar findings that have emerged through various
analyses employed in this study, might be one of the most important conclusions of this work,
and is now supported with statistical evidence.
Factors associated with the Part-time faculty Perceptions of Institutional Identity
Among the elements of institutional identity, the existence of mission office appeared as
a significant factor in part-time faculty knowledge about institutional identity. Interestingly,
neither the existence of a mission office nor the fact that the mission officer position was held by
a member of the sponsoring community was a significant factor in predicting part-time faculty
knowledge of institutional identity. Rather, the respondents’ knowledge about the mission
office’s existence on campus was significant in predicting the results. A peculiar interpretation
is that as long as the part-time faculty are aware of that fact that their campuses do not have a
mission office, they are most likely to be familiar with institutional identity. That finding leads
to two thought-provoking conclusions. First, neither knowledge about institutional identity nor
recognition of a mission office existing on campus is associated with a religious presence, which
was indicated in the Mission Officers Survey. Second, there are mission offices that, for various
reasons, are not recognizable by the part-time faculty.
While only knowledge about the existence of a mission office emerged as significant
factor in the analysis, four of the modes of learning about institutional identity appeared in the
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knowledge about and attitudes towards institutional identity regression models. Rating the
external communication (e.g., local TV, newspaper, billboards,22 posters, word of mouth) and
job interviews highly as modes of learning about institutional identity appear significant in
predicting both knowledge about and attitudes towards institutional identity. Intriguingly, both
of those factors were among the lowest-rated modes of learning about institutional identity by the
part-time faculty themselves. Taken together, these findings lead to the conclusion that the most
significant factors in part-time faculty perceptions about institutional identity are also among the
most neglected by institutions.
Individual and organizational factors.
Remarkably, not many of the individual or institutional factors were significant in the
regression analysis. Age, gender, or highest obtained degree did not appear in the regression as
significant factors of any of the outcome variables. Among the individual factors, those referring
to ties with the congregation appeared as significant. The data collection instrument
distinguished various levels of relationship with the sponsoring congregation, from membership,
through alumni associations and a relationship that is built on appreciating core values and the
founding tradition. Relationship with the congregation was a significant predictor of knowledge
about institutional identity. Similarly, motivation to teach at the current institution because of
subscribing to the core values or appreciating the founding tradition was a significant predictor
of implementing institutional values in taught courses. Single, never married (including
priests/religious) faculty were more likely to report more favorable attitudes towards institutional
identity and to persist in their employment at the current institution as compared to married
faculty. The significance of both regressions can be explained by the lack of obligations of
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This may also be the most expensive for colleges to do.
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family life. Years of employment at current the institution was a positive predictor of brand
endorsement. Among organizational factors, institutional saga and teaching in a science
department emerged as significant predictors. Institutional size and setting, number and percent
of part-time faculty, number of students, number of classes taught, informal contact with
students, and class size did not appear in modeling of part-time faculty perceptions of
institutional identity.
It is worth noting that the existence of institutional saga is one of the elements that
emerged as a significant factor in all of the conducted regression analyses. While not the main
factor detected in the regression, the existence of institutional saga was found to be a positive
predictor of knowledge about and attitudes towards institutional identity, implementation in
taught courses, brand endorsement, or continuing employment. In this study, institutional saga
was operationalized as follows: the top management team members have a strong sense of the
institution's history, administrators have a sense of pride in the institution’s goals and mission
and are knowledgeable about the institution's history and traditions, administrators, faculty, and
students identify strongly with the institution. Hard to quantify, the factors have the power to
transmit institutional identity to the part-time faculty. Instructors who rarely participate in
official faculty meetings, mission/heritage events, workshops, and lectures can become familiar
with institutional identity through those important informal channels. Teaching in a science
department (as compared to humanities) also emerged as a significant organizational factor:
negative in implementing institutional values in the courses taught and positive in the part-time
faculty retention. Those who teach in science departments are most likely to continue
employment at the focal institution. At the same time, science courses appear to present the
greatest challenges to implementing institutional values.
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Implications for Policy and Practice
The purpose of this section is to inform practitioners and policymakers about what could
be improved in order to invite part-time faculty members to engage with integration efforts that
foster institutional identity. Based on the findings presented in this dissertation,
recommendations for policy and practice are offered. The proposed solutions have the potential
to improve an institution’s status in the educational marketplace based on the EBBE model, in
contrast to the traditionally applied and better-known customer-based version of brand equity
theory.
Institutional efforts to maintain the identity need adjustment to the changing pattern of
contracts of employment offered by institutions. In order to involve part-time faculty in
promoting institutional identity, mission officers need to find ways to communicate that identity
to the contingent faculty. The task is as challenging as it is necessary. The process might begin
with collecting information about the number of part-time faculty employed at a given
institution, their workplaces, and their motivations to teach at the current institution. The
departments that the part-time faculty work for, the time that the part-time employees can attend
offered meetings, and the preferred and most effective channels of sharing information about
their institution should all be considered. Based on that information, the existing elements of
mission integration programs might be evaluated in terms of meeting the needs of part-time
faculty. Consideration of a more fundamental adjustment of the mission integration models is
proposed, as a renewed vision of the mission integration model might be necessary for shifting to
a contingent faculty. Finally, a revised understanding of the role of faculty in the mission
integration process is proposed.
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Knowing the Part-time Faculty
While the institutions sponsored by women religious, facing the decline of the number of
members in their sponsoring congregations, are still working on integration programs addressed
to the full-time faculty, and new challenges have emerged as to how to introduce institutional
identity to the newly exploding corps of part-time faculty. The number of part-time faculty in
colleges and universities sponsored by congregations of women religious reached a level higher
than in any other group of private nonprofit institutions of higher learning. To date, even though
the statistics of the teaching force have changed, not much attention has been paid to how the
new patterns of employment affect the institutional brand.
The findings show that the part-time faculty remain a largely invisible and
underappreciated group on the focal campuses. Since the part-timers teach online courses,
supervise students’ practices off campus, or just come to campus to teach their classes and leave
immediately afterward, administrators may not even be aware of the number of contingent
faculty at their institutions and even less appreciate the potential of part-time instructors for
strengthening the brand. Knowing the needs and possibilities of part-time faculty will facilitate
evaluating and adjusting the existing elements of mission integration programs.
Adjusting Existing Mission Integration Practices
The first time that the part-time faculty members are exposed to information about
institutional identity is through job listing; potential employees can determine their fit with the
institution in the early stage of job search. This study shows that institutions hesitate to post
information about their identity in the job listing, however. Concerning equal opportunity laws,
however, institutions have a right to require support for their missions (p. 100). Clear
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information provided early in the job search process assures institutions that the employees made
an informed choice when applying for the job and anticipate expectations from the institution.
Organizing an engaging orientation session and designing an interesting and informative
orientation packet provide opportunities for introducing institutional identity to part-time faculty.
The focal institutions have developed creative solutions that aim to invite the part-time faculty to
the orientation sessions, such as lunch with the college/university president, interesting
presentations that include a historical tour, or founding tradition ceremonies that include blessing
and symbolic commissioning of the mission of teaching. Still, both their orientations event and
orientation packets have room for improvement in terms of including mission integration
elements, especially content that is specifically designed for the faculty. In addition,
administrators and faculty development program leaders might consider more remuneration or
other tangible rewards for attending orientation sessions and mission/identity-related events.
The job interview and orientation session provide an excellent opportunity for
introducing institutional identity, familiarizing new faculty with learning traditions inherited
from the sponsoring community, and sharing core institutional values. However, the analyses
shows that part-time faculty expect more from a job interview and orientation session regarding
learning about institutional identity. One of the areas that require improvement is coordination
with the mission officer when preparing an orientation session.
In addition, preparing informational orientation packets that include mission/identity
content will facilitate introducing institutional traditions. Besides brochures that also can be
found on institutional websites, content specifically addressed to the faculty, such as extended
interpretations of institutional core values, listing the pillars of the spiritual and scholarly
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traditions inherited from the founding congregation, or implications of the spiritual and scholarly
tradition into the contemporary teaching and learning practices,23 should be created. In addition,
practical solutions, like content that can be used in a syllabus (college/university’s motto, theme
of a year provided by mission office, school/department mission statement) or built into
coursework (e.g., a list of mission/identity related texts that can be incorporated), if included,
would facilitate implementation in taught courses.24 Sample emails to be used in communication
with students or the proposal of awards and badges specific for the teaching tradition, to be used
in addition to a grading system, are other examples of providing mission/identity related practical
content for instructors. Including mission/identity content designed specifically for part-time
faculty not only has potential to facilitate its implementation but also shows consideration for the
part-timer’s role and place in their institutions.
The next implication drawn here derives from the analyses of the fields of prior
employment of the part-time faculty, the majority of which are not higher education. Those
instructors might need some technical help in working on syllabi, learning outcomes, preparing
lectures, or managing the cohort of students. Given the modal length of employment of onethird of the part-timers, which is three years, it becomes clear that part-time instructors do not
have time to gain experience of developing their own teaching methods. It would be worthwhile,
therefore, to offer brief training in teaching for those who do not have experience in working
with youth. Considering the short period of employment, the proposed training should be
offered at the very beginning of the first semester of teaching.

23

An example can be found in the Dominican Tradition of The 4 pillars of Dominican life: community, spirituality,
service, and study (https://www.molloy.edu/about-molloy-college/mission-statement/four-pillars). Franciscan
colleges and universities promote the practice of education that is sacramental, relational, Gospel-oriented
(http://franciscancollegesuniversities.org/about/characteristics-of-franciscan-higher-education/)
24
The teaching guide will be discussed below.

165

An evaluation of the effectiveness of communicating institutional identity might imply
that the resources allocated to traditional channels of communication such, as mission/heritage
events organized on campus, do not adequately influence part-time faculty who do not spend
much time at these sites. Based on this study, external communication (e.g., local TV,
newspaper, billboards, posters, word of mouth) might be more effective; however, using the
local media is also more expensive.
Practices Corresponding with Individual and Organizational Factors
Ties with the sponsoring congregation proved to be a significant indicator of knowledge
about institutional identity and positive attitudes toward its tradition. That finding leads to the
recommendation that working with the sponsoring congregation on extending an invitation to the
part-time faculty to deepen the relationship with the religious community might result in growing
knowledge about and positive attitudes toward the congregation. That, in turn, has the potential
of improving the institutional brand. This recommendation requires the cooperation the leaders
of the sponsoring congregations and can be another way of expressing the sponsoring
relationship.
The findings show the importance of cultivating the institutional saga. The fact that the
institution has administrators who have a sense of pride in the institution’s goals and mission
emerged as a significant predictor of the part-time faculty knowledge about and attitudes toward
institutional identity and, subsequently, their brand endorsement. The part-time faculty who
perceive their institution as one that has administrators, faculty, and students who identify
strongly with the institution are more likely to implement institutional values into taught courses,
speak positively about their institution, and retain employment there. All of these elements add
value to the institutional brand.
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Guide in Teaching in the Founding Tradition
This study’s results show that part-time instructors are interested in implementing
institutional values into taught courses and in endorsing the institutional brand. A majority of
them, however, do not continue employment long enough to know institutional traditions and to
interiorize institutional values. A desirable solution would be to design a guide about teaching
within the founding tradition. The guide would not replace the rich mission integration
programs, but, rather, would offer a quick reference for those who work for a college/university
just for a semester or two and do not have possibilities, or time, to interiorize institutional values
even though they may be willing to support the institutional mission.
In order to develop such a guide, an intermediate process of operationalizing rich
founding traditions seems to be a necessary bridging step, if that procedure is possible. The
proposed process results in more than listing the institutional core values; “operationalizing”
refers to describing the founding traditions in such a way that leads to building a practical guide
as for how to implement the rich spiritual and scholar tradition of the founding congregation in
taught courses. The proposed operationalization implies deeper consequences; it entails a
modification to the level of the established model of mission integration from the value
interiorization model, which has been working full-time faculty, to the operational model, which
can be efficiently applied in the age of part-time faculty.
That urgent and challenging project requires a comprehensive and multilevel study,
which will lead to establishing a precise and adjustable model of teaching in the tradition
absorbed from the sponsoring congregation. While congregations of women religious have a
robust spiritual and scholarly tradition (see Chapter 2, p. 34), that tradition defies
operationalization. Translating the rich spiritual traditions of the sponsoring congregations into
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concrete, educational/pedagogical terms has not been easy to accomplish. Religious
congregations continuously study and contemplate their charisms as a reality that they aspire to
live rather than to thoroughly understand.25 This reality makes the abundance of spiritual gifts
difficult to outline in a guidebook.
That very same richness makes it impossible for the part-time faculty to embrace
institutional identity rooted in the charism of the religious congregation in a short time. Hence,
from the institutional perspective, operationalizing the inherited spiritual and educational
tradition is an underpinning of efficient teaching in that tradition. The development of such a
reference is a crucial task in preserving tradition, which is the very purpose and core of an
institution (see Institutional Theory, p. 40). As evidenced by the analysis, especially the
guidebook of implementing values into the science courses, seems to be a challenging, but
indispensable, task.
Role of Faculty in Creating Institutional Identity
Lastly, through the process of data collection, a disconnection between existing mission
integration practices and the role of faculty emerged. While teaching and research are the main
faculty activities, those areas are not efficiently addressed in mission integration policies and
practices. As a consequence, the role of faculty in the mission integration process is
underappreciated. In light of the EBBE model, however, the faculty has an irreplaceable role in
strengthening the institutional brand.

25

“Continuing formation, whether in Institutes of apostolic or contemplative life, is an intrinsic requirement of
religious consecration. […] Due to human limitations, the consecrated person can never claim to have completely
brought to life the "new creature" who, in every circumstance of life, reflects the very mind of Christ. […] This
means that each member should study diligently the spirit, history and mission of the Institute to which he or she
belongs, in order to advance the personal and communal assimilation of its charism” (John Paul II, 1966, para. 69.
71).
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Undertaking efforts to bridge the gap between institutional identity and teaching and
research means inviting the faculty to actively participate in building institutional identity, which
implies sharing the ownership and vision of an institution. Engaging the faculty might require
departing from the traditional interpretations, since the faculty interpret the brand-related content
from perspectives of their respective fields of research and teaching.
A similar conclusion can be derived regarding part-time faculty. A noteworthy group of
part-time survey respondents had begun their work in postsecondary institutions after years of
experience in other fields, including nonprofit organizations, health care, primary and secondary
schools, and business. This has two implications. First, part-time faculty bring their professional
experience to the classroom. Second, they can also bring a new perspective to the understanding
of mission/identity statement and institutional traditions. In order to accept that input,
institutions need to be open to new interpretations of their traditions. Preserving the core of their
institutional identities while being open to new expressions and interpretations requires the
leadership skills of vision and courage.
Limitations
As a basis for identifying recommendations for further research, it is necessary to take
into account some of the limitations of the current study that can be addressed ultimately by
future work. Limitations related to the research sites, method of data gathering, and modeling
institutional identity were listed in Chapter 3 (p. 92). Working on the data analyses, moreover,
revealed a number of limitations due to the conceptual model and chosen methods of analyses.
In this section, the part-time faculty retention model’s components, issues related to establishing
a single database from various sources, possible violations of assumptions of the linear
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regression, and the hazard of statistical generalization are discussed as a prelude to suggestions
for future research.
As shown, the model of part-time faculty retention is the weakest element of the
conceptual model. The data show that part-time instructors, in the majority of cases, remain in
their positions for just a few years. Especially in modeling retention, a number of other factors
besides institutional identity are significant determinants of their decisions about continuing
employment. Poor working conditions, limited institutional support, no health benefits, and lack
of career opportunities for the part-timers are examples of factors that should be considered in
modeling part-time faculty retention.
One of the major factors neglected in this study is the financial aspect of a part-time job.
The financial factor, elaborated in the literature review (p. 27), does not have its place in the
conceptual model developed for this study based on values and tradition. The financial factor,
however, influences part-time faculty work. A comment by one of the survey respondents
pinpoints the essence of the issue: “the lack of questions about part-time faculty pay is a glaring
omission. This is the most pressing issue for part-time faculty in the country. […] The degree to
which I spend time for the hiring institution (and its mission) is affected by the fact that I receive
no compensation for doing anything outside of the classroom and mandated office hours” (used
anonymously with the author’s permission).
The data for analyses was collected based on three independent modes: document
analysis, Mission Officers Survey, and Part-time Faculty Survey. That causes unintended
maladroitness regarding putting all the data together into one database. The lists of institutions
represented in the Mission Officers Survey or the documents analysis did not match institutions
included in the database constructed with the part-time faculty responses. Hence, some of the
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variables, even though the data were collected, could not be efficiently used in regression
analysis; the job listing and faculty handbook analyses are among those factors (see Table 18, p.
87).
Similarly, the mission officers’ responses compared with the part-time faculty responses
were collected across different institutions, connected just by the one characteristic of being
sponsored/founded by a congregation of women religious; institutional factors were neglected in
that comparison (Table 31, p. 125). For the listed reasons, the conclusions about a particular
institution or a subset of institutions with the sample must be derived with caution, and measures
of statistical fluctuations associated with specific institutional characteristics must be applied.
Using regression to analyze the data requires meeting the assumptions about the variables. The
input variables passed tests for normality and multicollinearity; the weakest assumption is that
regarding the linearity of the ordinal variables used as the input variables in the regression
analysis. The output variables were constructed as a sum of responses to individual Likert-scale
questions within a block of one variable; that method of constructing the output variables
allowed for obtaining continuous values.
Recommendations for Further Study
The recommendations are based on the limitation listed in Chapter 3 (p. 92) and
expanded above. Recommendations refer to the conceptual model of perceptions of institutional
identity, the variables, and a lack of sufficient definitions. To date, researchers who study
charism transmission and mission integration processes have focused on one of the elements of
institutional identity. In the absence of an established comprehensive model, the model
developed for this study (p. 77) lists the elements of institutional identity as found in an array of
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separate research papers. Both the model and particular elements of institutional identity need
additional exploration and refinement.
Revisions are needed to enhance the weakest part of the designed model: namely, parttime faculty retention. As shown in this analysis, the institutional identity factors do not fully
explain part-time faculty retention. On the other hand, to provide a full model of retention,
factors connected to institutional identity should be included in further analyses. During this
study, a lack of sufficient definitions led to confusion when building the address bank,
distributing the survey, and defining the research site. Clarification of who is part-time faculty is
needed to obtain comparable research results (see p. 72).26 Currently, both the part-time status
and the faculty status is defined by each particular institution.
Similarly, there is no uniform definition of sponsorship (Stryzewski, 2016) and,
consequently, no classification of the focal institutions in terms of the relationship to the
founders/sponsors. The existing agreements between institutions and sponsoring congregations
vary. In a recent survey focused on sponsorship policies and practices conducted by ACCU,
these agreements were identified as bylaws, documents, covenants, incorporation documents,
and detailed sponsorship contracts (Association of Catholic Colleges and Universities [ACCU],
2018). While the lack of formalization of institutional relation to the sponsoring/founding
congregation is listed among the limitations in this paper, a further study on that matter would be
desirable.

26

As reported in the Literature Review (p. 28), studies on the effect of hiring part-time faculty on the
teaching/learning process yielded ambiguous results. Mentioned here, the lack of a uniform definition of part-time
faculty status might be one of the factors that causes that ambiguity.
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Summary
This final chapter presented an overview of the study and a summary of the findings
according to research questions. Based on these findings, several implications for policy and
practice are offered. The first, fundamental attainment of this study is to bring to light to the
invisible majority of contingent faculty; this is not only evident in the large numbers of parttimers on campuses, but it also give them a voice through the survey. Relatively few studies
have explicitly targeted part-time faculty members. This work aimed to fill that gap by
distributing the survey to part-time employees. Besides the mission/identity questionnaire, the
survey gathered information about the demographics of part-time faculty delivering instruction at
focal colleges and universities. Based on the evidenced numbers of part-time faculty hired by
the focal institutions, adjusting the existing mission integration practices is recommended in
order to meet their need for opportunities to acquire knowledge about institutional
mission/identity. To some extent, that goal was achieved by administering the Mission Officers
Survey during this study: “the survey prompts me to look into this [addressing the part-time
faculty].”
Perhaps the most challenging recommendation is operationalizing the founding tradition,
if, at all, that endeavor is possible. The proposed process involves more than listing the core
values; operationalizing refers to describing the founding traditions in a way that leads to
building a practical guide for to implement the rich spiritual and scholarly tradition of the
founding congregation into taught courses. Lastly, a recommendation was made to undertake
efforts of inviting faculty, both full and part time, to actively participate in building institutional
identity and to share the ownership of institutional mission/identity.
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Despite the listed limitations, this study is of great significance. Targeting part-time
faculty led to the unforeseen observation regarding favorability in implementing institutional
mission/identity content into taught courses. That observation was only possible due to
surveying the faculty who, because of the assumed part-time positions, work at various
institutions. In addition, it is one of the first such studies to utilize the employee-based brandequity model (EBBE) in the field of higher education. To date, researchers have employed the
consumer-based brand equity model to study higher education, elaborating on students as
customers. The EBBE model highlights the value of faculty’s potential for increasing the value
of an institutional brand.
These suggested recommendations for policy and practice have the potential to
strengthen institutional identity. Since the percentage of part-time instructors at the focal
colleges and universities reached 50% in the late 1990s and, with minor exemptions, have been
increasing (Figure 1, p. 5), programs designed to maintain institutional mission/identity need
substantial adjustments. Mission integration programs were developed in response to the first
transition from staffing by the members of sponsoring congregations to staffing by lay faculty
(Geiger, 2003). Similarly, shifting to the largely part-time faculty model requires adjusted
solutions for promoting institutional identity. To that end, a revised understanding of the role of
both full- and part-time faculty in the mission integration process, as well as of sharing the
ownership of an institution, are both essential.
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Appendix A
Colleges and Universities sponsored by Catholic Congregations of Women Religious
Table A1
Colleges and Universities Sponsored by Catholic Congregations of Women Religious in the
United States.
Sponsoring/Founding
No

Institution Name

City, State

Congregation

Association of Benedictine Colleges and Universities Member Institutions (ABCU, 2016)
1.

College of Saint Benedict

St. Joseph, MN

Benedictine Sisters of St.
Benedict's Monastery

2.

Mount Marty College

Yankton, SD

Benedictine Sisters of Sacred
Heart Monastery

3.

The College of Saint

Duluth, MN

Scholastica
4.

University of Mary

Benedictine Sisters of St.
Scholastica Monastery

Bismarck, ND

Benedictine Sisters of
Annunciation Monastery

Association of Colleges of Sisters of Saint Joseph Member Institutions (ACSSJ, 2016)
5.

Avila University

Kansas City, MO

Sisters of Saint Joseph of
Carondelet

6.

Chestnut Hill College

Philadelphia, PA

Sisters of Saint Joseph of
Philadelphia

7.

College of Our Lady of

Chicopee, MA

the Elms
8.

Fontbonne University

Sisters of Saint Joseph of
Springfield

St. Louis, MO

Sisters of Saint Joseph of
Carondelet

9.

Mount Saint Mary's

Los Angeles, CA

University

Sisters of Saint Joseph of
Carondelet
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10.

Regis College

Weston, MA

Sisters of Saint Joseph of
Boston

11.

Saint Joseph’s College –

Brooklyn, NY

New York
12.

St. Catherine University

Sisters of Saint Joseph of
Brentwood

St. Paul, MN

Sisters of Saint Joseph of
Carondelet

13.

The College of Saint Rose

Albany, NY

Sisters of Saint Joseph of
Carondelet

Association of Franciscan Colleges and Universities Member Institutions (AFCU, 2016)
14.

Alvernia University

Reading, PA

Bernardine Franciscan Sisters

15.

Alverno College

Milwaukee, WI

School Sisters of St. Francis

16.

Briar Cliff University

Sioux City, IA

Sisters of Saint Francis of
Dubuque

17.

Cardinal Stritch

Milwaukee, WI

Sisters of St. Francis of Assisi

University
18.

Felician University

Lodi, NJ

Felician Sisters

19.

Hilbert College

Buffalo, NY

Franciscan Sisters of St. Joseph

20.

Lourdes University

Sylvania, OH

Sisters of St. Francis of
Sylvania

21.

Madonna University

Livonia, MI

Felician Sisters

22.

Marian University

Indianapolis, IN

Sisters of St. Francis,
Oldenburg

23.

Neumann University

Aston, PA

Sisters of St. Francis of
Philadelphia

24.

Our Lady of the Lake

Baton Rouge, LA

College
25.

Silver Lake College of the

Lady
Manitowoc, WI

Holy Family
26.

University of Saint
University of St Francis

Franciscan Sisters of Christian
Charity

Fort Wayne, IN

Francis
27.

Franciscan Missionaries of Our

Sisters of Saint Francis of
Perpetual Adoration

Joliet, IL

Congregation of the Third
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Order of St. Francis of Mary
Immaculate
28.

Villa Maria College

Buffalo, NY

Felician Sisters

29.

Viterbo University

La Crosse, WI

Franciscan Sisters of Perpetual
Adoration

Conference for Mercy Higher Education Member Institutions (CMHE, 2016)
30.

Carlow University

Pittsburgh, PA

31.

College of Saint Mary

Omaha, NE

32.

Georgian Court University Lakewood, NJ

33.

Gwynedd Mercy

Gwynedd Valley, PA

University
34.

Maria College

Albany, NY

35.

Mercy College of Ohio

Toledo, OH

36.

Mercyhurst University

Erie, PA

37.

Misericordia University

Dallas, PA

38.

Mount Aloysius College

Cresson, PA

39.

Mount Mercy University

Cedar Rapids, IA

40.

Saint Joseph’s College of

Standish, ME

Sisters of Mercy

Maine
41.

Saint Xavier University

Chicago, IL

42.

Salve Regina University

Newport, RI

43.

Trocaire College

Buffalo, NY

44.

University of Saint Joseph

West Hartford, CT

Not-affiliated Institutions
45.

Albertus Magnus College

New Haven, CT

Dominican Sisters of Peace

46.

Ancilla College

Donaldson, IN

Poor Handmaids of Jesus

47.

Anna Maria College

Paxton, MA

Sisters of Saint Anne

48.

Aquinas College

Grand Rapids, MI

Dominican Sisters of Grand
Rapids

49.

Aquinas College

Nashville, TN

Dominican Sisters of St. Cecilia

50.

Barry University

Miami Shores, FL

Adrian Dominican Sisters
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51.

Brescia University

Owensboro, KY

Ursuline Sisters

52.

Cabrini College

Radnor, PA

Missionary Sisters of the Sacred
Heart

53.

Caldwell University

Caldwell, NJ

Dominican Sisters of Caldwell

54.

Chatfield College

Saint Martin, OH

Ursuline Sisters of the
Congregation of Paris

55.

Clarke University

Dubuque, IA

Sisters of Charity of the Blessed
Virgin Mary

56.

College of Mount Saint

Riverdale, NY

Sisters of Charity

Morristown, NJ

Sisters of Charity of Saint

Vincent
57.

College of Saint Elizabeth

Elizabeth
58.

College of St. Joseph

Cincinnati, VT

Sisters of St. Joseph of Rutland

59.

Dominican College of

Orangeburg, NY

Dominican Sisters of Blauvelt

Blauvelt
60.

Dominican University

River Forest, IL

Sinsinawa Dominicans

61.

D'Youville College

Buffalo, NY

Grey Nuns of the Secret Heart

62.

Edgewood College

Madison, WI

Sinsinawa Dominicans

63.

Emmanuel College

Boston, MA

Sisters of Notre Dame de
Namur

64.

Holy Family University

Philadelphia, PA

Sisters of the Holy Family of
Nazareth

65.

Holy Names University

Oakland, CA

Sisters of the Holy Names of
Jesus and Mary

66.

Immaculata University

Immaculata, PA

Servants of the Immaculate
Heart of Mary

67.

La Roche College

Pittsburgh, PA

Sisters of Divine Providence

68.

Manor College

Jenkintown, PA

Byzantine Ukrainian Sisters of
Saint Basil the Great

69.

Marian University

Fond du Lac, WI

Congregation of St. Agnes

70.

Marygrove College

Detroit, MI

Servants of the Immaculate
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Heart of Mary
71.

Marylhurst University

Marylhurst, OR

Sisters of the Holy Names of
Jesus and Mary

72.

Marymount University

Arlington, VA

Religious of the Sacred Heart of
Mary

73.

Marywood University

Scranton, PA

Servants of the Immaculate
Heart of Mary

74.

Molloy College

Rockville Centre, NY

Dominican Sisters of Amityville

75.

Mount Mary University

Milwaukee, WI

School Sisters of Notre Dame

76.

Mount Saint Joseph

Cincinnati, OH

Sisters of Charity of Cincinnati

Mount Saint Mary College Newburgh, NY

Dominican Sisters of the Most

University
77.

Holy Rosary
78.

Newman University

Wichita, KS

Adorers of the Blood of Christ

79.

Notre Dame College

South Euclid, OH

Sisters of Norte Dame

80.

Notre Dame de Namur

Belmont, CA

Sisters of Notre Dame de

University
81.

Notre Dame of Maryland

Namur
Baltimore, MD

School Sisters of Notre Dame

Columbus, OH

Dominican Sisters of Peace

San Antonio, TX

Sisters of Divine Providence

Aberdeen, SD

Sisters of the Presentation of the

University
82.

Ohio Dominican
University

83.

Our Lady of the Lake
University

84.

Presentation College

Blessed Virgin Mother
85.

Rivier University

Nashua, NH

Sisters of the Presentation of
Mary

86.

Rosemont College

Rosemont, PA

Society of the Holy Child Jesus

87.

Saint Mary-of-the-Woods

Saint Mary of the

Sisters of Providence

College

Woods, IN

Saint Mary's College

Notre Dame, IN

88.
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Marianites of Holy Cross

89.

Seton Hill University

Greensburg, PA

Sisters of Charity of Seton Hill

90.

Siena Heights University

Adrian, MI

Adrian Dominican Sisters

91.

Spalding University

Louisville, KY

Sisters of Charity

92.

St. Thomas Aquinas

Sparkill, NY

Dominican Sisters of Sparkill

New Rochelle, NY

Ursuline Sisters of the Roman

College
93.

The College of New
Rochelle

94.

Trinity Washington

Union
Washington, DC

University

Sisters of Notre Dame de
Namur

95.

University of Great Falls

Great Falls, MT

Sisters of Providence

96.

University of Holy Cross

New Orleans, LA

Marianites of Holy Cross

97.

University of Saint Mary

Leavenworth, KS

Sisters of Charity of
Leavenworth

98.
99.

University of the Incarnate San Antonio, TX

Sisters of Charity of the

Word

Incarnate Word

Ursuline College

100. Xavier University of

Pepper Pike, OH

Ursuline Sisters

New Orleans, LA

Sisters of the Blessed

Louisianai
Note.

Sacrament

i

The only one HBCU institution in the sample.
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Appendix B
Revenues and Expenses of the Focal Colleges and Universities
as Compared to Peer Group of Private Nonprofit Institutions
Table B1
Colleges and Universities Sponsored Catholic Congregations of Women Religious in the United
States and the Peer Institutions – Institutional Characteristics (IPEDS, 2016)

Institutional characteristics

Value

Focal

Comparison

Group

Group

Institutional size category (HD2016)

2

77

523

Institutional category (HD2016)

2

77

523

17

4

16

18

26

104

19

28

80

20

10

56

21

3

157

22

5

105

23

1

5

Carnegie Classification 2015: Enrollment

2

2

111

Profile (HD2016)

3

15

196

4

37

141

5

20

59

6

3

16

5

1

100

6

0

2

7

14

206

8

13

41

9

49

174

Carnegie Classification 2015: Basic (HD2016)

Highest level of offering (HD2016)
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Table B2
Mean Revenues and Expenses as Reported to IPEDS by the Colleges and Universities Sponsored
by Catholic Congregations of Women Religious in the United States and the Peer Institutions
(IPEDS, 2016)
Mean value

Title

Focal institutions

Peer institutions

ANOVA

N = 77

N = 517

(sig)

Revenues (Total) i
Net total revenues

$46,492,262

$66,526,511

.001

Tuition and fees

$31,996,741

$35,246,576

.229

$3,769,936

$8,679,038

.000

Local grants and contracts

$28,287

$10,312

.027

State grants and contracts

$565,075

$379,559

.141

$1,439,025

$1,366,068

.830

Private gifts

Federal grants and contracts
Local appropriations

$781

State appropriations

$109,957

$62,186

.454

$16,492

$216,927

.676

$446,588

$590,033

.601

$21,878

$291,890

.408

$917,567

$5,633,695

.039

$219,319

$346,462

.324

$583,843

$1,610,101

.020

$31,545,605

$153,286,354

.001

Federal appropriations
Private grants and contracts
Contributions from affiliated entities
Investment return
Sales and services of educational
activities
Other revenues
Value of endowment assets at the end of
the fiscal year
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Expenses (Total amount)i
Instruction

$16,970,561

$22,624,494

.003

Instruction – Salaries and wages

$10,071,242

$12,562,608

.014

Research

$192,424

$642,917

.041

Public service

$287,191

$534,859

.244

Academic support

$4,319,647

$5,584,183

.056

Student service

$7,358,378

$9,997,091

.000

Institutional support

$9,575,746

$11,462,391

.031

Auxiliary enterprises

$5,547,865

$9,701,179

.000

Net grant aid to students

$235,645

$256,362

.897

Independent operations

$32,795

$297,847

.205

Other expenses

$572,483

$716,702

.694

Total expenses

$45,092,734

$61,818,026

.001
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Appendix C
Mission Officers Survey Questionnaire
Elements and Expressions of Institutional Identity
1. Below, there is a list of selected elements/expressions of institutional identity. Please check
what, in your opinion, works best for your institution. Check all that apply.
1a. College/university relation to the sponsoring congregation
1b. Clear, well-known mission statement
1c. College/university core values
1d. Symbols (statues, logo, motto, seal) visible on campus
1e. Curriculum balancing faith and reason
1f. Specific teaching and research agenda
1g. Strategic plan
2. Based on your expertise, would you like to add some other elements or expressions of
institutional identity? Write them below.
3. Does your college/university have a sponsorship agreement between the institution and the
founding congregation? If so, please attach a copy if you can.
Part-time Faculty Perceptions of Institutional Identity
4. To your knowledge, how many part-time instructors are employed in your institution?
(Answer: multiple single choice among nine intervals of 50 count plus the last interval “more
than 450”)
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5. In your opinion, to what extent are the part-time faculty familiar with the following elements
or expressions of the identity of your institution? (Answers in 5 point Likert scale: Not at all,
Slightly, To some extent, Considerably, Greatly)
5a. Relationship of your college/university to the founding congregation
5b. Charism of the religious order sponsoring your institution
5c. College/university mission statement
5d. College/university core values
5e. Your college/university logo
5f. Your college/university motto
5g. Your college/university seal
6. In your opinion, to what extent does each of the following contribute to the part-time
instructors’ understanding of the identity of your institution? (Answers in 5 point Likert
scale: Not at all, Slightly, To some extent, Considerably, Greatly)
6a. Job interview
6b. Orientation session
6c. Written mission statement
6d. Internal communication (e.g. official speeches, emails from the institutional offices)
6e. Mission/heritage published materials (such as brochures, posters), website
6f. Lectures on institutional values/heritage
6g. External communication (e.g. local TV, newspaper, billboards, posters, word of mouth)
7. Please justify your choice of one tool/strategy that you marked as contributes “Greatly” in the
chart above.
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Mission Integration
8. Does your office provide orientation for the part-time faculty when first hired? (YES/NO)
8a. If you answered YES, do you follow any particular protocol for this orientation? If so,
please attach a copy of it if you can.
8b. If you answered “NO”, then who, if anyone else, provides such an orientation?
9. Does your office provide ongoing formation sessions for the part-time faculty? If yes, how
do you reach out to the part-time faculty?
10. Does your office have any metrics in place to measure mission effectiveness across the
campus? If so, what is it? Please attach a copy if you can.
11. Please indicate on the given scale: How important is it that the part-time faculty… (Answers
in 5 point Likert scale: Not important, Of little importance, Somewhat important, Important,
Very Important)
11a. …are knowledgeable about the identity of your institution
11b. …share the college/university values
11c. …implement the college/university core values in the courses they teach
11d. ...speak positively about the college/university
11e. …would recommend your college/university
11f. …continue employment in your institution
12. What is your relationship with the founding Congregation of your college/university?
12a. Member of the Congregation
12b. Associate of the Congregation
12c. Alumnus/alumna of institution run by the Congregation
12d. Other

209

Appendix D
Part-time Faculty Survey Questionnaire
1. To what extent are you familiar with the following elements/expressions of the identity of
your employing institution? (Answers in 5 point Likert scale: Not at all, Slightly, To some
extent, Considerably, Greatly)
1a.

Relationship of your college/university to the founding congregation

1b. Charism of the religious order sponsoring your institution
1c.

Your employing college/university mission statement

1d. Your college/university core values
1e.

Your college/university logo

1f.

Your college/university motto

1g.

Your college/university seal

2. To what extent did each of the following contribute to your understanding of the identity of
your employing institution rooted in charism of the sponsoring religious congregation?
(Answers in 5 point Likert scale: Not at all, Slightly, To some extent, Considerably, Greatly)
2a.

Job interview

2b. Orientation session
2c.

Written mission statement

2d. Internal communication (e.g. president’s speeches, emails from the deans, mission
integration office)
2e.

Mission/heritage published materials (such as brochures, posters), website

2f.

Lectures on institutional values/heritage
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2g.

External communication (e.g. local TV, newspaper, billboards, posters, word of mouth)

3. Please indicate your level of agreement/disagreement with each of the following items by
marking the corresponding box to the right (Answers in 5 point Likert scale: Strongly
disagree, Disagree, Neither, Agree, Strongly agree)
3a.

It is important to me to undertake the faculty, staff, and student projects that enhance
the university’s identity rooted in the founding tradition

3b. It is important to me to attend lectures devoted to the understanding of the life, times,
and works of the founding congregation
3c.

It is important to me to attend orientation programs introducing the university’s mission
and values

3d. It is important to me to read the Mission/Heritage published materials
3e.

It is important to me participate in service programs rooted in the founding tradition

4. Please indicate your level of agreement/disagreement with each of the following items by
marking the corresponding box to the right (Answers in 5 point Likert scale: Strongly
disagree, Disagree, Neither, Agree, Strongly agree)
4a.

I strive to implement institutional values into the courses I teach

4b. I consider the core college/university founding tradition in selecting course material
4c.

I chose lecture topics linked to the college/university values

4d. I highlight institutional founding tradition in the syllabus
4e.

I frequently talk with the students about the college/university heritage

5. Please indicate your level of agreement/disagreement with each of the following items by
marking the corresponding box to the right (Answers in 5 point Likert scale: Strongly
disagree, Disagree, Neither, Agree, Strongly agree)
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5a.

I share the college/university values

5b. I feel positive about the college/university mission
5c.

I speak positively about the college/university where I work

5d. I feel comfortable discussing my college/university religious identity with others
5e.

I believe that adherence to the founding congregation’s tradition improves student’s
college experience

5f.

I would recommend my college/university

6. Please indicate your level of agreement/disagreement with each of the following items by
marking the corresponding box to the right (Answers in 5 point Likert scale: Strongly
disagree, Disagree, Neither, Agree, Strongly agree).
6a.

The top management team members of your institution have a strong sense of the
institution's history

6b. This institution’s administrators have a sense of pride in the institution’s goals and
mission
6c.

Administrators here are knowledgeable about the institution's history and traditions

6d. My institution has administrators, faculty, and students who identify strongly with the
institution
7. What is the department that you teach? (Multiple answer)
7a. Agribusiness & Agricultural

7d. Business Administration &

Production

Management

7b. Architecture & Environmental
Design
7c.

Art, Dance, Music
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7e.

Communications

7f.

Computer Science

7g.

Education

7h. Teacher Education

7p.

Philosophy and Theology

7i.

Engineering

7q.

Protective Services

7j.

English and Literature

7r.

Psychology

7k. Foreign Languages

7s.

Public Affairs

7l.

7t.

Social Sciences and History

7m. Law

7u.

Vocational Training

7n. Natural Sciences

7v.

Other

Health Sciences

7o. Mathematics
8. During the Fall 2017 Term, what is the total number of classes or sections you tach at this
institution? Do not include individualized instruction, such as independent study or
individual performance classes. Count multiple sections of the same course as a separate
class, but not the lab section of a course. (WRITE IN A NUMBER; IF NONE, WRITE IN
"0") _____
9. During the Fall 2017 Term, how much informal contact with students did you have each
week outside of the classroom? Do not count individual instruction, independent study, etc.,
or regularly scheduled office hours. (WRITE IN A NUMBER; IF NONE, WRITE IN "0")
_____
10. How many students on average are in your classes? _____
11. To your knowledge, how many students are enrolled in your institution? (Answer: multiple
single choice among nine intervals of 500 count plus “more than 4500” last interval)
12. Your institution is located in...
12a. Large City
12b. Small City
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12c. Suburb
12d. Town
12e. Rural area
13. Does your institution have a mission integration office? (Yes/No/Don’t Know)
14. I teach at this institution during the 2017 Fall Term because… (Multiple answer)
14a. I belong to the sponsoring community.
14b. I subscribe to the founding congregation’s core values.
14c. I appreciate the founding tradition.
14d. The location of campus is convenient for me.
14e. I was asked by a member of the faculty or administration.
14f. I simply was continuing my previous teaching activities here.
14g. Other reasons.
15. I teach part-time at this institution during the 2017 Fall Term because… (Multiple answer)
15a. I prefer working on a part-time basis
15b. A full-time position was not available
15c. I am supplementing my income from other employment
15d. I want to be part of an academic environment
15e. I am finishing a graduate degree
15f. Other reasons
16. Are you employed only at this institution, or do you also have other employment including
any outside consulting or other self-owned business, or private practice? (Single answer)
16a. Employed only at this institution (IF 16a, skip to 19)
16b. Have other employment, consulting, self-owned business, or private practice
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17. (IF 16b) How many different jobs, other than your employment at this institution, do you
have? Include all outside consulting, self-owned business, and private practice (WRITE IN
NUMBER) _____
18. (IF 16b) Not counting any employment at this institution, what is the employment sector of
the main other job you hold? (Single answer)
18a. 4-year college or university, graduate or professional school
18b. 2-year or other postsecondary institution
18c. Elementary or secondary school
18d. Consulting, freelance work, self-owned business, or private practice
18e. Hospital or other health care or clinical setting
18f. Foundation or other nonprofit organization other than health care organization
18g. For-profit business or industry in the private sector
18h. Federal government, including military, or state or local government
18i. Other __________________________
19. How many years have you been working for this institution? (NUMBER OF YEARS) _____
20. During the next three years, how likely is it that you will… (Answers in 5 point Likert scale:
Very unlikely, Unlikely, No opinion, Likely, Very likely)
20a. Seek and/or accept a part-time job at this institution?
20b. Accept a part-time job at a different postsecondary institution?
20c. Accept a full-time job at a postsecondary institution?
20d. Accept a part-time job not at a postsecondary institution?
20e. Accept a full-time job not at a postsecondary institution
20f. Retire from the labor force

215

MAINTAINING INSTITUTIONAL IDENTITY
21. Please list below the highest degree or other formal awards that you hold (Single answer)
21a. Doctoral degree (Ph.D., Ed.D., etc.)
21b. Professional degree (M.D., D.D.S., L.L.B., etc.)
21c. Master's degree or equivalent
21d. Bachelor's degree or equivalent
21e. Certificate, diploma, or degree for completion of undergraduate program of more than 2
years but less than 4 years in length
21f. Associate's degree or equivalent
21g. Certificate, diploma, or degree for completion of undergraduate program of at least 1
year but less than 2 years in length
21h. Other __________________________
22. Are you… (Male/Female)
23. What year were you born? (WRITE IN YEAR) _____
24. What is your current marital status? (Single answer)
24a. Single, never married
24b. Priest/deacon/religious
24c. Married
24d. Living with someone in a marriage-like relationship
24e. Separated
24f. Divorced
24g. Widowed
24h. Other __________________________
25. What is your relationship with the founding Congregation of your college/university?
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25a. Member of the congregation
25b. Associate
25c. Alumnus/alumna of institution run by the congregation
25d. Other
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Appendix E
Part-time Faculty Perceptions of Institutional Identity Survey
Questions Derived from Other Sources
Table E1
Original and Modified Questions According to Sources
Original Question

Modified Question

Ferrari & Velcoff (2006), “Unique Institutional Religious Heritage Subscale” (p. 260)i
9. How important to you is the [our patron

3a. It is important to me to undertake the

saint] Endowment Fund (grants for faculty,

faculty, staff, and student projects that

staff, and student projects that enhance the

enhance the university’s identity rooted in

university’s [patron saint] and Catholic

the founding tradition

identity)?
11. How important to you are the Annual

3b. It is important to me to attend lectures

[patron] Lectures (lectures devoted to the

devoted to the understanding of the life,

understanding of the life, times, and works of

times, and works of the founding

the patron saint and affiliates)?

congregation

13. How important to you are the orientation

3c. It is important to me to attend orientation

programs (programs for new faculty, students,

programs introducing the university’s

and staff introducing them to the university’s

mission and values

mission and values)?
14. How important to you are the

3d. It is important to me to read the

Mission/Heritage published materials?

Mission/Heritage published materials

17. How important to you are the

3e. It is important to me to participate in

mission/values in-service programs

service programs rooted in the founding

(departmental in-services on mission and values

tradition

issues)?
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Gioia & Thomas (1996), “Identity Strength”, p. 401ii
To what extent…

6a. The top management team members of

a. do the top management team members of

your institution have a strong sense of the

your institution have a strong sense of the

institution's history

institution's history?
b. do your institution's administrators have a

6b. This institution’s administrators have a

sense of pride in the institution's goals and

sense of pride in the institution’s goals and

missions?

mission

e. does your institution have administrators who

6c. Administrators here are knowledgeable

are knowledgeable about the institution's history about the institution’s history and traditions
and traditions?
f. does your institution have administrators,

6d. My institution has administrators, faculty,

faculty, and students who identify strongly with

and students who identify strongly with the

the institution?

institution
National Center for Education Statistics [NCES], (1993)

CODES FOR MAJOR FIELDS OF STUDY

7. What is the department that you teach?

AND ACADEMIC DISCIPLINES (p. 5-6)

Agribusiness & Agricultural Production;
Architecture & Environmental Design; Art,
Dance, Music; Business Administration &
Management; Communications; Computer
Science; Education; Teacher Education;
Engineering; English and Literature; Foreign
Languages; Health Sciences; Law; Natural
Sciences; Mathematics; Philosophy and
Theology; Protective Services; Psychology;
Public Affairs; Social Sciences and History;
Vocational Training; Other
These are selected departments

4A (p. 3) Did you hold a part-time position at

15. I teach part-time at this institution during

this institution during the 1992 Fall Term

the 2017 Fall Term because…

because…

a. I prefer working on a part-time basis
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a. you preferred working on a part-time basis?

b. A full-time position was not available

b. a full-time position was not available?

c. I am supplementing my income from other

c. you were supplementing your income from

employment

other employment?

d. I want to be part of an academic

d. you wanted to be part of an academic

environment

environment?

e. I am finishing a graduate degree

e. you were finishing a graduate degree?

f. Other reasons

f. of other reasons?
17 (p. 9)

16. Are you employed only at this institution,

During the 1992 Fall Term, were you employed

or do you also have other employment

only at this institution, or did you also have

including any outside consulting or other

other employment including any outside

self-owned business, or private practice?

consulting or other self-owned business, or

1. Employed only at this institution

private practice?

2. Have other employment, consulting, self-

1. Employed only at this institution

owned business, or private practice

2. Had other employment, consulting, selfowned business, or private practice
16 (p. 8) Please list below the degrees or other

21. Please list below the highest degree or

formal awards that you hold, the year you

other formal awards that you hold

received each one, the field code (from pages 5-

Professional degree (M.D., D.D.S., L.L.B.,

6) that applies, name of the field, and the name

etc.)

and location of the institution from which you

Doctoral degree (Ph.D., Ed.D., etc.)

received each degree or award. Do not list

Master's degree or equivalent

honorary degrees.

Bachelor's degree or equivalent

CODES FOR TYPE OF DEGREE

Certificate, diploma, or degree for

Professional degree (M.D., D.D.S., L.L.B., etc.)

completion of undergraduate program of

Doctoral degree (Ph.D., Ed.D., etc.)

more than 2 years but less than 4 years in

Master's degree or equivalent

length

Bachelor's degree or equivalent

Associate's degree or equivalent

Certificate, diploma, or degree for completion

Certificate, diploma, or degree for

of undergraduate program of more than 2 years

completion of undergraduate program of at
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but less than 4 years in length

least 1 year but less than 2 years in length

Associate's degree or equivalent
Certificate, diploma, or degree for completion
of undergraduate program of at least 1 year but
less than 2 years in length 1
52 (p. 23). In what month and year were you

23. What year were you born? (WRITE IN

born? (WRITE IN MONTH AND YEAR)

YEAR)

55 (p. 23). What is your current marital status?

24. What is your current marital status?

Single, never married

Options added

Married

Priest/deacon/religious

Living with someone in a marriage-like

Other _____________________.

relationship
Separated
Divorced
Widowed
Note. iQuestions 9, 11, 13, 14, 17 (4-point Likert scale) were slightly adjusted to match the questionnaire style
and to fit the 5-point Likert scale used in this research. Other questions of the “Unique Institutional Religious
Heritage Subscale” are specific to the institution the original survey was designed for, therefore were omitted in this
survey. Joseph R. Ferrari (DePaul University) was consulted about using these questions (April 2017).
ii
Questions a, b, e, f (7-point Likert scale) were slightly adjusted to match the questionnaire style and to fit the 5point Likert scale used in this research. Questions c and d were omitted in this survey as not relevant to this study.
Dennis A. Gioia and James B. Thomas (Pennsylvania State University) approved using their questions (April 2017).
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Appendix F
The Variables
Table F1
The Complete List of Variables in the Conceptual Model, Associated Measures, and Data
Sources
Variables
1. Elements/

Measures
Associations’ membership

Sources
D

ABCU, ACSSJ, AFCU,

expressions of

and CMHE websites

institutional identity

(2016)
Mission office as perceived by respondersD

Question 13, PTFSi

Mission officeD

Institutional websites,
MOSii

President is a member of sponsoring

IPEDS, 2017

congregationD
Mission officer is a member of sponsoring

Institutional websites

congregationD
Institutional information in job postingC

Document analysis

Institutional information in faculty

Document analysis

handbooksC
2A. Knowledge

Relationship of a college/university to the

about institutional

founding congregationC

identity

Charism of the sponsoring religious
congregation

Question 1a, PTFS
Question 1b, PTFS

C

Mission statementC

Question 1c, PTFS

Core valuesC

Question 1d, PTFS

LogoC

Question 1e, PTFS

MottoC

Question 1f, PTFS
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SealC

Question 1g, PTFS

Knowledge about institutional identity

Questions 1a – 1g, PTFS

indicatorC
2B. Modes of

Job interviewC

Question 2a, PTFS

learning about

Orientation sessionC

Question 2b, PTFS

institutional identity Written mission statementC

Question 2c, PTFS

Internal communicationC
Mission/heritage published materials

Question 2d, PTFS
C

Question 2e, PTFS

Lectures on institutional values/heritageC

Question 2f, PTFS

External communicationC

Question 2g, PTFS

2C. Attitudes

Importance of undertaking projects that

Question 3a, PTFS

toward institutional

enhance the university’s identity rooted in

identity

the founding traditionC
Importance of attending lectures devoted to Question 3b, PTFS
the understanding of the life, times, and
works of the founding congregationC
Importance of attending orientation

Question 3c, PTFS

programs introducing the university’s
mission and valuesC
Importance of reading Mission/Heritage

Question 3d, PTFS

published materialsC
Importance of participation in service

Question 3e, PTFS

programs rooted in the founding traditionC
Measure of attitudeC

Questions 3a – 3e, PTFS
C

2D. Implementing

Implementing values into taught courses

institutional values

Selecting course materials considering the

in the taught

college/university traditionC

courses

Selecting topics linked to the

Question 4a, PTFS
Question 4b, PTFS
Question 4c, PTFS

college/university valuesC
Highlighting founding tradition in the
syllabus

C
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Frequently talking with students about the
college/university heritage

Question 4e, PTFS

C

Indicator of implementing institutional

Questions 4a – 4e, PTFS

values in the taught coursesC
2E. Brand

Sharing the college/university valuesC

Question 5a, PTFS

endorsement

Feeling positive about college/university

Question 5b, PTFS

missionC
Speaking positively about the instituionC

Question 5c, PTFS

Feeling comfortable discussing the

Question 5d, PTFS

college/university religious identity with
othersC
Valuing education in the founding
tradition

Question 5e, PTFS

C

Willingness to recommend the institutionC

Question 5f, PTFS

Brand endorsement indicatorC

Questions 5a – 5f, PTFS

2F. Faculty

Likeliness of continuing part-time job at

Question 20a, PTFS

retention (brand

the current institutionC

loyalty)

Likeliness of accepting a part-time job at
different higher ed institution

Question 20b, PTFS

C

Likeliness of accepting a full-time job at

Question 20c, PTFS

different higher ed institutionC
Likeliness of accepting a part-time job not

Question 20d, PTFS

in higher edC
Likeliness of accepting a full-time job not
in higher ed

Question 20e, PTFS

C

Likeliness of retiringC

Question 20f, PTFS

3A. Individual

Mmotivation to teach at this institutionD

Question 14, PTFS

factors

Motivation to teach part-timeD

Question 15, PTFS

Number of other jobsC

Question 17, PTFS

Sector of employment

D

Question 18, PTFS

Years of employment at this institution
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Highest obtained degreeD

Question 21, PTFS

D

Gender

Question 22, PTFS

AgeC

Question 23, PTFS

Current marital statusD

Question 24, PTFS

Relation to the sponsoring congregationD

Question 25, PTFS

3B. Organizational

Size and settingsD

IPEDS, 2017

factors

Degree of urbanizationD
Number of students

IPEDS, 2017

C

IPEDS, 2017

Number of part-time facultyC

IPEDS, 2017

Percent of part-time facultyC

IPEDS, 2017

The top management team members of

Question 6a, PTFS

institution have a strong sense of the
institution’s historyC
Institution’s administrators have a sense of

Question 6b, PTFS

pride in the institution’s goals and missionC
Administrators are knowledgeable about

Question 6c, PTFS

the institution's history and traditionsC
Administrators, faculty, and students
identify strongly with the institution

Question 6d, PTFS

C

DepartmentD

Question 7, PTFS

Number of classes taughtC

Question 8, PTFS

Informal contact with studentsC

Question 9, PTFS

Class sizeC

Question 10, PTFS

Note. i PTFS – Part-time Faculty Survey; ii MOS – Mission Officers Survey; C – continuous; D – dichotomous.
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